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ABSTRACT  
 
 
 
Between 2009 and 2012 the KITE Arts Education Program at Queensland Performing Arts 
Centre delivered the Yonder project to twenty low socio-economic schools in South East 
Queensland (SEQ), targeting children in primary schools. The Yonder project was a 
collaboration between Education Queensland and the Queensland Performing Arts Centre. 
The project was a large-scale participative arts project that worked as an intervention with 
students, providing a series of arts experiences and creative processes to present a 
performance at a key cultural institution. In particular, drama pedagogy was used by teacher 
artists and professional artists to draw on the children’s experiences to reflect their hopes, 
dreams and wishes for the future. 
The research question that frames this study is can arts–based participative projects in low 
socio-economic primary schools have long-term impacts, develop attitudinal change and 
build capacity for ongoing arts engagement? It seeks to understand if the project had more 
than a tokenistic, feel-good effect, and investigated evidence of impact on students, teachers 
and principals, and parents of children in primary schools twelve months after the event.  
Four criteria are presented in the contextual review to summarise the impacts of arts 
education interventions for schools with low socio-economic communities. The criteria are: 
improved engagement of parents and families in school life; improved social and emotional 
development and team -building skills for students; increased awareness of the value of arts 
education for teachers, principals and schools overall; and improved student engagement and 
attendance. These criteria serve as a framework to analyse the data collected during the 
research.  
The findings from the data reveal details about the types of lasting impacts and the difference 
for capacity development in the arts between regional and edge city schools.  Overall, there is 
evidence that the project was still having impact twelve months after its completion.  Parents, 
teachers, principals and, in some instances, children described the intensity of the experience 
as a circuit breaker, an opportunity for children to learn in a different way and thus to 
2 
 
 
 
 
perceive themselves in a new and reinvented light. Of concern, however, was the lack of 
confidence expressed by the regional schools to continue school-based arts experiences and 
access to cultural experiences without the funding and professional development provided by 
the project. 
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CHAPTER 1: INTRODUCTION 
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1.1 Introduction 
As a teacher who has worked in a variety of school settings and roles I have become 
increasingly aware of the important role that arts participation and learning can have for 
young people and especially for those who may be struggling in school, from disadvantaged 
or refugee backgrounds. I have always endeavoured to ensure my daily work is in these 
contexts and currently work in a high school with a large percentage of refugee children and 
many from low socio–economic families.  
On two occasions I have had the privilege of being a member of the KITE Team, which 
provided arts education experiences to children in Queensland for thirty-seven years (1975-
2013). During my last term in the program I was part of the delivery team for the Yonder 
project. This large-scale participative arts project operated in twenty schools with low socio – 
economic communities.  Research by the KITE program had indicated that opportunities in 
2007 for students to access arts education experiences was varied across the state, dependant 
on postcode and school context. The Yonder project was set up to address some of these 
inequalities and was aimed and designed for the most socially excluded students in the state 
in primary schools. 
This research is exploring if arts education interventions in primary schools can help to level 
the Australian education playing field, through arts engagement. It is important that this type 
of project is examined carefully in the current Australian context where growing inequity is 
observable. According to the latest figures released by the Australia Council for Social 
Services in 2014, poverty levels are increasing in Australia. Unfortunately, there are 602,604 
children (17.7 percent of all children) living below the poverty line. These children may live 
in homes with unemployed or sick parents, without a car or access to a computer. For these 
children there is not equitable access to resources similar to other Australian children and 
their life chances are affected by their circumstances. What can arts programs offer to support 
the learning and well-being of our most vulnerable children? Is there a role for an Arts 
Education intervention in these communities?  
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The specific aims of this research therefore, is to investigate if the arts intervention project 
Yonder had any long term impacts or was it just a feel-good experience for the students? 
Were there any changes in the attitudes of the children, teachers and principals still evident, 
twelve months after the event?  Was capacity built in any of the schools to support increased 
and future arts experiences?   
In 2012, the State Government cut all Department of Education personnel in arts programs 
including the KITE teacher artists. The KITE program and the Yonder project ceased to exist. 
Hence, in Queensland it is perhaps pertinent to see if projects of this nature have merit and 
long-lasting impacts.  
 
1.2 Prior research 
In first conceiving of this project it was important to differentiate from the formal evaluation 
by Dr Sandra Gattenhof for the Australia Council for the Arts. Gattenhof’s (2012) report; 
Looking Yonder: Longitudinal research and evaluation of the Yonder participative arts- 
based learning model assessed the program as it was occurring.  
Gattenhof (2012) found demonstrated correlations between arts – based experiences and 
learning outcomes for students.  She pointed out that the findings parallel DICE (Drama 
Improves Key Competencies in Education, 2011) in the areas of academic and social 
competency achievements for students (Gattenhof, 2012, p. 59).  The findings for students 
included: improvements in literacy particularly oral language skills; and the development of 
social competencies including self-esteem, risk-taking and team work. For the families of the 
children the findings included a demonstrated retention of children and their families at 
cultural activities and higher levels of family attendance at cultural activities initiated by the 
project (Gattenhof, 2012, p.79). For teachers and schools Gattenhof reported on the 
professional development provided and how it helped to prepare teachers and increased their 
knowledge and understanding of drama pedagogy. 
 
This research is obviously different in that it is returning to the schools twelve months after 
the project to understand if any impacts from the project are still evident. Did the project 
bring about change and build capacity? 
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1.3 Overview of thesis  
This thesis is structured in the following way: an introduction and definition of key terms is 
followed by the contextual review, which investigates the literature related to interventions in 
low socio-economic schools and its impact. It also includes three vignettes of similar projects 
and programs: the Chicago Arts Partnership in Education (CAPE); Creative Partnerships 
(CP), in England; and The Song Room (TSR), in Australia. This is followed by the 
methodology chapter, which describes the case study as the researcher moves into the field to 
conduct interviews and focus groups.  
The following chapter, The Historical Perspective, outlines the history of the KITE program 
that created Yonder and the operational delivery of the program. The data analysis then uses a 
framework provided by the contextual review and presents the evidence from the field, 
including observational studies of the six schools in the study. In the Findings and 
Conclusion chapter the new understandings are presented, and there is a suggestion for a 
future project to further explore the participant’s suggestions. 
 
1.4 Limitations of the study 
Before progressing, it is important to note the limitations of this research. At no point in the 
original project were schools requested to measure academic results so as to gauge 
improvements for students. This is not the purpose of the research. The research is looking at 
other criteria to detect impacts, which are outlined in the contextual review.  
In addition, this research is qualitative and seeks to understand the situation and the project 
rather than draw a cause and effect argument between arts participation and impacts. 
However, the findings can be contextualised and correlated to other research reports which 
investigate the impacts of arts participation for disadvantaged students reporting on the 
benefits for young people.  
 
1.5 Conclusion 
This introduction explains why I consider this research important in Australia and my 
personal interest and role in the project under investigation.  It discusses the prior research by 
Gattenhof (2012) and the limitations of the study. Following the key terms, the next chapter 
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is the contextual review which explores the research in this area specifically, the benefits of 
arts participation for low socio-economic students and their families. 
 
1.6 Definition of Key Terms 
The following list defines the key terms used throughout this study. The discursive heritage 
of the terms is briefly indicated, as is the particular interpretation of each for this research 
project. 
  
Capacity Building: This is a term used for concepts related to the development and 
increased involvement of the community or participants in a project.  It is often pointed out 
that it is about change. “Change that enables individuals, organisations, networks, sectors and 
broader social systems, to improve their competencies and capabilities to carry out functions, 
and more effectively manage the developmental processes over time. “ (Australian 
Volunteers International 2014, http:www.australianvolunteers.com/media/511868/ page 1 
para 1) 
Child poverty in Australia: In Australia 602, 604 children (17.7 percent of all children) are 
living below the poverty line (Australia Council for Social Services, 2014, para 1). 
Key teacher: During the project the term key teacher emerged to describe the teacher in the 
school that was most involved, advocating for the project and attending all the professional 
developments.  
Low socio-economic: The Australian Bureau of Statistics defines socio- economic in terms 
of people’s access to material and social resources as well as their ability to participate in 
society. Thus, it can refer to occupation, education, income, wealth and place of residence. 
Groups or individuals described as low socio-economic are experiencing limitations in these 
areas and reduced access to a range of resources. (Australian Bureau of Statistics para 1) 
Low socio–economic children : The study will employ the following set of ideas for low 
socio – economic children:  That for many children in this demographic, due to a range of 
reasons there is a predominance of literacy, behaviour and numeracy problems.  In the 
primary schools in this study the percentage of special needs students was also found to be 
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high. (Growing up in Australia: The Longitudinal Study of Australian Children 2013 
www.growingupinaustralia.gov.au) 
Impact: The study will employ the following idea of impact: “The effects that go beyond the 
artefacts and the enactments of the event or performance itself and have a continuing 
influence upon and directly touch people’s lives” (Landry et al, 1995, p.23). 
Poverty in Australia: In Australia in the context of this study poverty is defined by The 
Australian Council of Social Services as those people living below the poverty line (50 
percent of median income) which for a single adult is $400 per week and for a couple with 
two children $841 per week. In Australia, in 2014, 2.5 million people or 13.9 percent of all 
people, were living below the internationally accepted poverty line (Australia Council for 
Social Services, 2014, para 1). 
Social Exclusion: This term has been increasingly used to describe aspects of disadvantage 
that may not just relate to poverty. In Poverty, Social Exclusion and Disadvantage in 
Australia  the 2013 NATSEM Report, Phillips et al chart how social exclusion can occur 
when individuals are faced with problems such as poor physical and mental health, 
joblessness, low income, low educational outcomes, lack of access to the internet or a motor 
vehicle. (2013, p. 29) Children who live outside a capital city face a higher probability of 
being in the lower quartile of those who are socially excluded, compared to those who live in 
a capital city (Phillips et al 2013, p. 5). 
Teacher Artist: By definition a teacher artist can be defined as a teacher who chooses to 
artfully and effectively use an aesthetic dimension to their practice. The teacher artist’s 
approach to practice is based on experiential art encounters that enable learners to locate 
themselves sensuously and consciously within their world” (Gattenhof 2012, p. 12). Paulo 
Freire’s approach and philosophy of education that stresses ‘teacher – student, student- 
teacher” (1970) is also evident in the methodology of arts education interventions that use 
teacher artists. Education is not seen as a one way process whereby knowledge is transmitted 
to students, it is seen as essentially collaborative, and students are seen as ‘co-artists’ 
contributing to ideas, decisions and desired outcomes.  
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CHAPTER 2: CONTEXTUAL REVIEW 
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2.1 Introduction 
This contextual review is divided into two sections. The first section (Section A) reviews 
related literature, the practice in the field and the resulting impacts.  The second section 
(Section B) includes three vignettes of projects, in order to explore and define the nature, 
qualities and impacts of successful arts education programs that operate as interventions in 
schools, particularly those within low socio-economic communities. To understand the milieu 
in which the project and programs outlined later in this chapter are situated it is important to 
define the term arts education.  
 
2.2 Defining the Field of Arts Education 
For the past twenty-five years researchers have been investigating the purpose, function and 
impact of arts education.  In 2004, Professor Anne Bamford coordinated the first international 
analysis of arts education, for UNESCO.  In The Wow Factor (2006) she argues the term ‘arts 
education’ is specific to its culture and context.  Her definition of arts education includes 
reference to cultural heritage: 
Arts education aims to pass on cultural heritage to young people, to enable them 
to create their own artistic language and to contribute to their global development 
(emotional and cognitive). Arts education therefore affects the child on both an 
academic and personal level. There are two different approaches to Arts 
Education: Education in Art implies teaching the pupils the practices and 
principles of various art disciplines, to stimulate their critical awareness and 
sensitivities and to enable them to construct cultural identities. Education through 
art implies teaching that is seen as a vehicle for learning other subject content and 
a means for teaching more general educational outcomes.  Other subjects should 
hence be infused into arts education, especially social or cultural issues. 
(Bamford, 2006, p.21)   
In The Wow Factor and in her following review Arts in Icelandic Education in 2009, Bamford stresses that 
definitions must continue to evolve as they can swiftly become outdated as new art practices and projects 
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emerge. While keeping in mind that there are hundreds of art forms that can be included in arts education, 
we can turn to influential researcher and thinker in arts education Ellen Winner and consider her 
prioritising in her definition. Winner claims in her article in the 2013 International Year Book of Arts 
Education (Schad and Szokol) (Ed.) that: 
Arts education is commonly said to be a means of developing skills considered as 
critical for innovation: Critical and creative thinking, motivation, self–confidence, 
and ability to communicate and co-operate effectively, but also skills in non-arts 
academic subjects such as mathematics, science, reading and writing. Arts 
education can include arts classes (Classes in music, visual arts, theatre and 
dance) Arts integrated classes (Where the arts are taught in support of an 
academic subject) and arts study taken outside of school (e.g. private, 
individualised instrumental lessons, out of school classes in theatre, visual arts 
and dance). (2013, p. 123) 
The above definitions are primarily related to curriculum and pedagogy in schools. However, 
the term, arts education is commonly used in the descriptions of projects that act as 
interventions in schools and communities. In the 2013 International Year Book of Arts 
Education, Schad and Szokol make the point that arts education is a multidimensional term 
that  varies among countries,  thus definitions need to reference the socio –political context in 
a country to acknowledge  specific national trends (2013, p.122). Thus, definitions of arts 
education should be tailored to suit the community and the aims of the project.  
 
2.3 The Impact of Arts Education 
This research is interested in projects and programs that attempt to alleviate social problems 
through the use of arts education, specifically those in low socio-economic communities. 
Hence, the next section turns attention to the accumulating body of research over the past 
twenty-five years that measures the impacts of arts education programs in low -socio 
economic communities internationally and nationally. This is followed by three vignettes that 
describe different arts education interventions, their pedagogical approaches and the resulting 
impacts.  
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2.3.1 Impact of Arts Education Interventions: international findings  
In 1999, the landmark research publication Champions of Change: The Role of the Arts in 
Learning (1999), a set of seven studies, reported as one of its key findings that learning in the 
arts and through the arts can help ‘level the playing field’ (Fiske ed. p.1) for youngsters from 
disadvantaged backgrounds. The study by Catterall, Chapleau & Iwanaga, in particular found 
that: 
High arts participation makes a more significant difference to students by 
virtually every measure. This closer look showed high arts participation makes a 
more significant difference to students from low -income backgrounds than for 
high-income students. Catterall also found clear evidence that sustained 
involvement in particular art forms – music and theatre – are highly correlated 
with success in mathematics and reading. (Executive Summary, 1999, p.1)  
This claim was extended by the research findings for the study referring to the schools in the 
Chicago Arts Partnerships in Education (CAPE) by Catterall and Waldorf. The schools in the 
study (all disadvantaged) showed improvements in school performance in terms of academic 
results and student attendance compared to schools that were arts poor. These arts rich 
schools now out strip the low arts schools in many areas.  Brice Heath’s research in 
Champions of Change (1999) while not in a school setting also focused on young people at 
risk.  It found that as young people worked with artists, deep learning occurred as they 
worked through creative processes. Her research specified that young people participating in 
arts programs out of schools (as opposed to sports/academic/ community programs) had 
better learning outcomes. The study identified that it was “the characteristics particular to the 
arts” that brought about the impact.  
In 2002, the American Educational Partnership (AEP) released Critical Links: Learning in 
the Arts and Student Academic and Social Development, a collection of 62 studies related to 
the impact of arts education. To summarise, it provided evidence that integrating arts into the 
school environment and curriculum can create successful and significant contexts for learning 
and can lead to improved school performance on a number of measures.  It confirmed the 
Champion of Change finding that there may be stronger effects through arts education for 
students thought of as ‘disenfranchised’ and for those students who had difficulty learning in 
schools. This was found specifically for students receiving a free or reduced price lunch and 
those learning English.   
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Other benefits are specifically discussed by Catterall in The Arts and the Transfer of 
Learning, one of the studies. He carefully defends the concept of transfer (that students who 
improve in arts, improve in other areas) which has been criticised in the past. He discusses 
‘transfer of motivation’ and its relationship to marginalised students in schools. 
It appears that the arts can attract students who have been pushed away from 
other opportunities for success in school. Compendium studies showing at-risk 
students and failing students revived by immersion in arts programs the students’ 
benefit from engagement inspired by the complexities of the arts in well-drawn 
programmes. (Catterall, 2002, p.155) 
Throughout the research further evidence emerges about the gains possible through increased 
self-conception felt from arts learning and its subsequent relationship to motivation in other 
areas of learning in school. Catterall quotes Howard Gardner: 
The skill and craft gained in the arts help students to understand that they can 
improve in other consequential activities and that their heightened skills can give 
pleasure to themselves and others. (Gardner as quoted in Catterall, 2002, p. 154)  
The studies in Critical Links about Chicago Arts Partnership in Education are co-related with 
these suggestions.   
Individual studies involving high risk students frequently characterise their 
success as a consequence of induced or revived enthusiasm for school attained 
through the arts. (Catterall, 2002, p. 155) 
In 2005, Stevenson and Deasy in their book The Third Space extended upon the findings of 
Critical Links to research closely ten successful schools serving low income communities, 
where the schools identified the arts as the key factor in their success. They argued that the 
arts can be of benefit to all students but particularly to students who struggle and those from 
low socio-economic communities. The schools were judged to be successful on a range of 
indicators including test results, school culture, teacher satisfaction and community /parent 
involvement. Their study revealed that the use of art programming: 
… seemed to be changing what school was about, and the new opportunities it 
created for teaching and learning and building community within and around the 
schools. (2005, p.5) 
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They use the metaphor of ‘the third space’ to describe a place that privileges a type of 
learning that creates an inviting opening for students:  
Third space describes the sets of relationships forged by the arts and the contexts 
these relationships create for teaching and learning. The space allows for the artist 
to try out and explore new ideas. In collaborative art forms it allows, members of 
an ensemble to enter this space together to create their work of art. They take on 
new identities such as characters in theatre as they explore relationships and 
meanings with others in the space. (2005, p.10) 
In the book, they explore the following key features in arts rich schools: that learning matters, 
the benefits of taking on roles, the value of contributing, the importance of a culminating 
performance or exhibition, the connection between the arts and literacy and the building of 
community. The experiences the student had were found to have powerful impacts on such 
things as improved self–efficacy, self-respect and concept and learning. In addition, the 
community becomes part of this third space, as they are included in the art activities and are 
invited to enter the space. The book documents the powerful effects for parents, teachers and 
other community members.  It describes the changed understandings teachers and principals 
have of students and their new acknowledgments of students’ abilities and lives.  
It is of particular interest to note the evidence that the arts motivate parents to increase their 
involvement in school culture. It points out:  
These opportunities allow for schools and parents to connect in a meaningful 
way, a departure point for the parents to develop a greater sense of comfort and 
belonging to the school. (2005, p. 113) 
The evidence for the findings was found in all the ten schools that were using increased arts 
programming. 
Gifts of the Muse: Reframing the Debate About the Value of the Arts (McCarthy, Ondaatje, 
Zakaras, Brooks, 2004) focused on explaining the full range of effects accrued from art 
experiences. It defined the difference between the intrinsic (inherent) effects and the 
instrumental (outcome) and found that the following occurred: 
The intrinsic included captivation, pleasure, expanded capacity for empathy, 
cognitive growth, creation of social bonds and the expression of communal 
meaning. The instrumental included; improved test scores, improved self-
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efficacy, learning skills, health and social capitol and economic growth. (2004, p. 
4) 
The report discusses the need for sustained involvement and a gateway experience usually 
pre–teen to ensure positive outcomes for young people. It recommends that to spread the 
benefits of art it may be important to promote early exposure and participation in the arts. It 
also clearly makes a claim for the specific value of the performing arts: 
The strongest arts-involvement effects on young people are likely to come from 
direct involvement in the performing arts. This is one of the few areas in which 
empirical studies have successfully demonstrated benefits from specific arts 
involvement. (2004, p.33) 
Thus, while caveats are made regarding the time involved in projects and the age of the 
students, the overall recommendation is that the arts can make a difference. 
The Qualities of Quality: Understanding Excellence in Art Education (Seidel, Tishman, 
Winner, Hetland, Palmer, 2009) points out that many studies have highlighted how important 
are the opportunities for expression provided by the arts for helping students to find a voice, 
and the importance of  that for young people who are in communities that are under resourced 
and disenfranchised (2009, p.26).   
In 2008, Maurice Galton published one of the many reports that evaluated the impact of the 
Creative Partnership (CP) program in Great Britain, Creative Practitioners in Schools and 
Classrooms. It sought to explore the attitudinal change of disaffected students to their 
learning.  Overall, it found that the project and the creative context in which the students 
worked with artists and teacher artists “fostered their emotional development as well as their 
creativity and problem solving” (2008, p.164).  Attitude to school and the personal 
motivation of students who participated in the projects improved, and the longer was their 
participation in the model the better their attitudes became.   
Learning in the Visual Arts and Worldviews of Young Children by James Catterall and Kylie 
Peppler (2007) discusses the positive impact that the arts have on disadvantaged youth, 
particularly how artistic expression gives them an authentic view of their capabilities and 
achievements in mastering an art form. This extended view includes the critical and reflective 
dispositions that accompany the development of art skills. Catterall continues this line of 
investigation in Doing Well and Doing Good by the Arts (Catterall and Duamis, 2009) and 
23 
 
 
 
 
provides more substantial evidence of the importance the arts play in preparing young people 
for success, both in academia and in life. This study particularly points to the ability of the 
arts to foster future thinking for young people which is so important for disadvantaged young 
people. 
Arts Corps in Seattle, an arts organisation committed to reducing the inequitable provision of 
arts learning and resources to school students was set up in 2005 and caters for approximately 
4,000 students. It has recently been involved in an evaluation of its practice to detect impacts. 
The independent report Arts Program Evaluation Report 2012 - 2013 by Anne Basham 
Shulka and Mary Murray found that arts participation of the students helped to build creative 
habits of mind, including risk-taking, critical thinking and persistence.  
 
Taking these classes affected my life in so many ways and it continues to change 
my future. (Creative Arts Annual Report 2012-2013) 
The recent research report The Arts and Achievement in At-Risk Youth; Findings from 
Longitudinal Studies (Catterall & Dumais, & Hampden –Thompson, 2012) found evidence 
that young people who engage in art experiences compared to students with low art 
experiences or arts learning “show more positive outcomes including academic achievement 
and civic behavioural“ (Catterall , Dumais & Hampden –Thompson, 2012, p. 24). This 
evidence was from four large longitudinal studies.  The research demonstrates that arts 
participation narrows the gap in achievement levels among youth from high versus low socio-
economic status (Catterall, Dumais, Hampden –Thompson 2012, p.24) and increases the 
number of students likely to show civic-minded behaviour, including interest in current 
affairs and volunteering.  
For young people in disadvantaged communities, the evidence continues to mount for the 
many benefits to be accrued from participation in an arts education intervention such as Arts 
Corps or for attending an arts rich school. The challenges that are presented to these findings 
include the length of time of the program, the age that children start the program and the 
quality of the program. 
2.3.2  Impact of Arts Education Interventions in Low Socio -Economic Communities: 
Australian findings  
In Australia, the evidence points to a range of observable impacts for students and schools 
with disadvantaged communities. This often includes young people who are indigenous, 
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refugees, for whom English is a second language, those who have an intellectual or physical 
impairment or those who live in a rural or remote area. 
In 2004, The Evaluation of School–based Arts Education Programmes in Australian Schools 
(Bryce, Menelovits, Beavis, Mc Queen & Adams, 2004) found evidence that the wellbeing, 
learning, engagement and attendance of young people in schools improved with the 
introduction of an arts education program. The four case studies used in the report were of 
programs that included many students from indigenous and low socio-economic 
backgrounds. They looked at Arts@Direk in South Australia, (a disadvantaged school) in 
which the approach of the drama teaching in particular seemed to reap positive social and 
academic benefits (2004, p.15).  The case study reported on the confidence gained from the 
drama program:  
• Students with low literacy levels were motivated to write 
• A student with low self -esteem was accepted by the others and given an important 
role 
• A student with autism found drama a very calming experience (and thus was able to 
participate further. (2004, p.15) 
Overall, all the case studies were able to indicate some important attributes that could be 
unique to arts programs (2004, p. 70).  These included: 
• Learning opportunities for students who do not fit the conventional mould of 
institutional learning 
• Particularly tangible experiences for learning in a team 
• An object for reflection and constructive criticism. For example, after a performance 
students can consider: What went well? How could we do it better?  
• A ‘levelling effect’- not only in what is termed ‘inclusivity, ‘where students who have 
disabilities or who are socially ostracised for various reasons are included, but in the 
arts providing opportunities for students, parents and teachers to work together on an 
‘equal’ level; one does not need to be fully grown or to know a lot to participate in 
arts activities.  
• Particularly helpful ways of expressing emotions and exploring emotions (2004, p. 
71) 
In 2005, Education and the Arts: Research Overview: A Summary Report prepared for the 
Australia Council for the Arts  (Hunter) provides research and evidence to align with 
international research, in finding that arts participation has a positive effect on social and 
personal development and attitudes to learning. It addition it claims arts participation 
enhances students’ motivation to attend school and increases individual students’ profiles in 
school (2005, p.25).  
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In A Pedagogy of Trust: Improving Educational Outcomes through Partnerships (2005) one 
of the case studies in the summary explores the quality of student-teacher relationships and 
highlights it as an area of growth for all. Tait describes how teachers during arts programs 
come to view their students in new and positive ways. Teachers also expressed an increased 
sense of efficacy as a result of their participation in the project (2005, p. 18).  
Hunter outlines the benefits to students who are at risk and refers to features that support 
positive benefits for these students.  She describes the importance of positive role models in 
such programs and the importance of praise:  
Frequent praise in this context (that is in a creative activity that doesn’t 
necessarily rely on a right or wrong way of doing things) was perceived to dispel 
many students’ fear of failure – a perceived major factor in at-risk students’ non – 
engagement with learning. (2005, p. 9) 
The report also found evidence that arts participation encourages family involvement in 
student learning. It concludes with a summary of the features that are attributes of effective 
arts programs: student-centred learning; administrative support; integrated professional 
learning; positive learning environment; recognition of cultural difference; continuity and 
sustainability; artists as effective partners and adequate resources and financial support.  
Donelan and O’Brien’s Creative interventions for marginalised youth: The Risky Business 
Project (2009) was a three year study in rural and urban Australia with at-risk youths. While 
charting the challenges, this research also posits the positive impacts that arts participation 
can have for young people ‘at risk’ including skill development and social inclusion.  
Thus, in Australia there is a considerable body of research to support the inclusion of arts 
participation in low socio-economic communities. While, the studies above are not 
longitudinal, however, they help educators understand the nuances of art benefits for young 
people in schools. 
 
2.4: Examples of arts intervention programs and projects 
This contextual review will now look in specific detail at three programs; the Chicago Arts 
Partnerships in Education in Chicago, Creative Partnerships in the UK and The Song Room 
in Australia. This will be done in order to examine in some depth the impacts on their 
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communities and the processes that contributed to these impacts. The programs were selected 
because of the extent of the available research and evaluation assessing the impact of the 
programs over periods of time, and their focus on providing to low socio-economic 
communities.  All three programs were key influences in development of the Yonder Project.   
2.4.1 Chicago Arts Partnership in Education (CAPE) USA  
The Chicago Arts Partnerships in Education (CAPE) was created in the early 1990s in 
response to a perceived weakness in the delivery of arts education in Chicago public 
schools.  The founders of CAPE found that access to arts for students was erratic and, for the 
most part, ‘art on a cart’ (Aprill, Burnaford &Weiss, 2001, Introduction). Some schools had 
visual art or music teachers, but very few were providing access to media, drama or dance. 
Schools had access to performances and galleries, the exposure model, but CAPE was critical 
of this on two levels; it was dependent on funding and hence was often inequitable, and the 
programs often “… didn’t take” as part of school culture and they didn’t “catch as curriculum 
“ (Aprill, Burnaford, & Weiss 2001, Introduction).   
The CAPE model was developed to bring about school improvement through the arts. It was 
an intervention using arts education to improve the learning outcomes of students especially 
in low socio-economic areas.  Artists and teachers co-planned units of aesthetic education 
integrating arts education practices into the curriculum of other subject areas.  The model also 
supported whole school immersion in the arts, supporting them to become hubs of creativity 
and including the entire school community, staff, parents, and school leaders; establishing 
partners outside the school.   
During the first six years it worked as a demonstration project creating new and creative ideas 
for school improvement.  It established: 
Nine long term partnerships were created with 23 Chicago Public schools, 33 
Professional arts organisations and 11 community organisations. (Aprill, 
Burnaford & Weiss 2001, Introduction)   
These partnerships started to slowly make a difference in the urban areas. Currently, its 
program includes approximately 5,000 students in 40-50 Chicago Public Schools, per school 
year. It states its aims on the CAPE website in the following way: 
Mission: CAPE increases students’ academic success, critical thinking and creativity through 
research-based, arts driven education. 
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Goals: 
• Contribute to the knowledge in the field.  
• Build teacher and teacher artist capacity 
• Improve school effectiveness 
• Increase student achievement. (Retrieved from CAPE Website, 2013) 
Detailed and evidenced based protocols and processes have evolved throughout the last 
twenty years. The following principles capture the tone of the work in schools.  
2.4.1.1 Pedagogical Approaches  
CAPE partnerships were based on the following key understandings:  
• The integration of the arts into all other subject areas (mathematics, science, 
social studies, physical education, etc.)    
• The commitment of time to co-planning meaningful connections between arts 
learning and the rest of the curriculum  
• Long-term relationships between schools and arts organisations, community 
organisations and form an ongoing professional community that reflects upon and 
deepens the quality of instruction over time  
• Long-term professional development of teachers rather than short-term provision 
of services to students   
• Democratic access to arts learning for all students not just the gifted and talented 
or just for students interested in the arts as a career choice  
• Attention to the development of arts education policy in whole. (Aprill, Burnaford 
&Weiss 2001, Introduction)  
CAPE starts with how arts education practices can influence good pedagogy in a larger sense. 
Teacher artists work closely with teachers to shape learning activities to deliver academic 
content.  The approach of the program includes: access to artists; the notion of an elegant fit 
of content and form; the use of big questions to start inquiry; the disruption of the normal 
teaching style and the culminating exhibition or performance. CAPE programs, however, 
stress the importance of the co-planning and co-teaching of the classroom teacher and the 
artist:  
This dissonance with everyday classroom routines can be a positive or negative 
disruption. Artists and teachers have to work hard to understand each other’s 
intentions, respect each other’s work styles and make room for each other in their 
teaching. … This very dissonance leads to a synthesis of exciting new teaching 
practices. (Aprill, Burnaford, & Weiss 2001, p.66) 
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During the twenty years it has operated, several models of pedagogy have emerged, tailored 
to suit different schools and contexts. 
2.4.1.2 Impact of the project  
CAPE is committed to rigorous, ongoing evaluations from internal and external sources. 
There has been a multiplicity of research projects and evaluations on this project, which is 
still operating in 50 schools in Chicago. One of the seminal research projects was in the 
Champions of Change: The Impact of Arts on Learning report released in 1999. Principal 
researchers Catterall and Waldorf researched and gathered data on a total of 52 test scores 
analyses of CAPE and Non-CAPE Schools.  
In all cases the CAPE schools outperformed the Non-CAPE Schools. Other benefits of arts 
integration were discovered, including such personal and social skills such as self–
management, team participation and responsibility. The general observation was that teachers 
and principals noted greater motivation to learn, positive behavioural changes in limited 
English proficient students and positive changes in teacher-student relationships.  In 
summary,  Catterall and Waldorf found the evidence to support the development and learning 
of all stakeholders as the project was undertaken and as the program evolved, increasing the 
evidence for its positive effects on student learning from arts participation (2001, p. 88). 
In 2007, The Development of Early Literacies through the Arts (DELTA), a three-year 
research program, evaluated the impacts specifically of the CAPE program on literacy 
outcomes and  focused on high poverty schools. Through the case studies, it documented the 
increased literacy levels of students in classrooms after a range of art practices had been 
integrated (Scripp et al. 2007). A range of positive outcomes were discovered including 
expanded vocabulary, improved communication skills, higher levels of self-esteem for 
students and that teachers had extended their pedagogical practices for the benefit of all. 
Extensive studies have continued to document the methodologies in the classroom so as to 
best understand the impacts and how they were created. In 2013 CAPE completed a four year 
Department of Education (DO) grants program and worked across several schools. The study, 
of this program, Partnerships for Arts Integration Research (Burnaford, Scripp, 2013) claims 
a cause and effect demonstration that arts integrated partnerships had positive effects on 
students’ academic scores, a narrowing of the achievement gap and teacher growth. 
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CAPE continues to be a beacon of hope in the arts education landscape. Its on-going research 
in areas such as the pedagogy of successful arts projects, the benefits of partnerships and the 
positive impacts for literacy, continue to inform other projects.  
2.4.2 Creative Partnerships UK 
In Great Britain from 1997-2010 the Labour Government set in place a reform agenda in 
education that prioritised creativity.  Based on the recommendations from the 1999 Report of 
the National Advisory Committee on Creativity and Cultural Education (NACCCE), All our 
Futures (Robinson, 1999), the funding of several innovative programs commenced. The 
Prime Minister at the time, Tony Blair, claimed "Our aim must be to create a nation where 
the creative talents of all the people are used to build a true enterprise economy for the twenty 
first century - where we compete with brains, not brawn" (Robinson, 1999, p.6). One of the 
key education programs to emerge from these imperatives was Creative Partnerships.  
Creative Partnerships worked with 940,479 children and 90,000 teachers, in more than 8, 520 
projects with 6,483 creative organisations in England between 2002 and 2011(Retrieved from 
CCE website, 2013).  It was the largest creative education program in the world and while 
based on some existing ideas, it built and expanded the role of creativity in schools 
exponentially. It fostered significant changes in pedagogy in schools and thus the learning of 
young people.  In addition, independent research claims it improved the UK economy by 
generating nearly four billion pounds in net positive benefits (Retrieved from CCE website, 
2013).  However, despite these results funding was withdrawn by the Conservative Liberal 
Democrat Coalition Government in 2011. 
Government funded, the Creative Partnerships project was managed by the Arts Council 
England and then Creativity, Culture and Education (CCE). It was created to make resources 
for innovation and experiment available to schools and aimed to give school children, 
particularly in disadvantaged areas throughout England the chance to develop creativity in 
learning, and to participate in cultural activities. Its core vision was based on the 
establishment of long-term partnerships with schools, cultural organisation and artists. The 
project was aimed at countering the emphasis in the National Curriculum’s prioritising of 
mathematics and literacy and expanding opportunities for students to work creatively, so as to 
prepare them for life in 21st century.  
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It particularly focused on placing young people at the heart of what they did. In the 
evaluation Youth Voice in Creative Partnerships the authors described more detailed aims for 
young people:  
• The inclusion of young people in governance (The design, delivery and evaluation of 
the program)  
• Building and maintaining ‘positive relationships’ with young people 
• Young people working as co -constructors of learning with them. (Bragg, 2009, p.1) 
These programs hoped to raise the aspirations of young people, opening up more 
opportunities for the future.  As the project continued to grow and evolve, the aims were 
tailored specifically for the different stakeholders and communities, but the core aims are 
encapsulated above. 
2.4.2.1 Pedagogical Approach  
The pilot program, which ran from April 2002 to March 2004, had a budget of 40 million 
British pounds and covered schools in sixteen areas. The areas were selected by ministers 
from data and research that detailed which schools were the most socially and economically 
at risk. After the successful completion of the trial, the government committed further 
funding to extend the schools and areas included.  
Schools identified a specific need or issue they wanted to focus on and improve. CP would 
then step in and develop the idea further and co-plan the idea into a series of projects, and 
search for the most suitable creative practitioner or institution to work with the school. The 
creative practitioners and organisations included theatre companies, dance studios, website 
designers, architects, multimedia designers, scientists, museums and galleries.  The schools 
worked through a Creative School Development Framework (CSDF) to establish their aims 
and objectives. Parker in his book Developing Creative Learners refers to the positive aspects 
of such detailed planning:  
We felt we achieved a much higher level of engagement from school staff and 
they subsequently sought to embed changes in their practice long-term. (Parker, 
2013, p. 5). 
This arrangement represented a new and innovative way of working for cultural organisations 
and schools. As such, the process was kept flexible and was determined by local needs and 
contexts. As the project expanded and became a large-scale operation throughout all of 
England, the processes and manifestations of the program increased and developed to suit a 
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range of concerns in schools.  Schools could apply for three different types of projects 
depending on their needs and the type of creative learning that suited the school.  A 
successful application provided access to funding and a creative professional. The programs 
were:  
Enquiry Schools: Schools that engage in a creative learning programme targeted 
at a specific group of pupils and teachers.                
Change Schools: Schools with significant challenges that wish to engage in a 
programme of whole school transformation. 
Schools of Creativity: These schools are at the cutting edge of creative learning, 
engaging in an intensive, long-term programme. Schools of Creativity lead local 
and national school networks and help to shape policy and practice throughout 
Creative Partnerships.  (CCP website, 2010, para.7)                                                                                        
The science of the teaching in the classroom was evaluated in the final report. The Signature 
Pedagogies Project by Thompson Hall, Jones and Sefton-Green in 2012, sought to identify 
the signature or distinctive pedagogies that emerged: how did the program work in the 
classrooms with students? What were the ingredients? It defined pedagogy broadly as the 
creation of the learning environment as a whole, in classroom settings, the classroom and the 
community.   
This research focused on the Schools of Creativity network program in which, twelve sites 
were observed, six primaries and six secondary. A common analytical framework was 
developed to create case studies based on past research and data themes. A conceptual toolkit 
was then used to identify specific characteristics and how they differed from the 
characteristics of mainstream teaching styles. A key claim of the report was that: 
The CP partnership programme was an institutional initiative, which set out to 
disrupt the default.  It bought a substantive new workforce of adults, with very 
different ways of being, doing, and knowing into schools. (Thompson, Hall, 
Jones, Sefton-Green 2012, p. 14)  
The default pedagogy is described in the report as being the ‘fall-back model’ used in 
schools. The fact that creative practitioners worked in profoundly different ways from the 
default affected the quality and impact of the learning, opening up new possibilities for the 
students. This brought about the comment from teachers often heard in creative programs, 
32 
 
 
 
 
“Students who appeared to struggle in other areas of school were able to do surprisingly 
well” (Thompson, ibid, 2012, p. 13).  
Other critical components in practice included:  
• the importance of choice and agency 
• the challenge of scale and ambition 
• the role of absurd and carnivalesque  
• the lived experience of the present. (Thompson, ibid, 2012, p. 13)  
The defining and naming of each of these components highlighted exciting aspects of the 
program and the flavour of the teaching. These practices encouraged students to think ‘I can 
do this and I can dream to be this’.  The projects worked with high standards, encouraging 
children and young people to aim high and broaden their horizons.  
The describing of the pedagogic platforms, purposes and practices of the Creative 
Partnerships program in schools informs us of the many components that help to create a 
disruptive pedagogy. 
Important pedagogic practices include provocation, use of artefacts, making an occasion, 
different classroom discourse patterns, the valorisation of collective endeavour and the 
permission to play. (Thompson, ibid, 2012, p. 18)  
2.4.2.2 Impact of the project  
There is a plethora of research about the impact of the program. The research was conducted 
by independent companies, universities and by internal review. The research reports include; 
The National Evaluation of Creative Partnerships (2006); Their learning becomes your 
journey: parents respond to children’s work in Creative Partnerships (2007), Creative 
Partnerships: Changing Young Lives (2012) and This Much We Know (2012) all contribute to 
an understanding of the impacts for all the participants.  
Some reports document the effects on particular sets of participants; Their Learning becomes 
your journey: parents respond to children’s work in Creative Partnerships (2007) documents 
the growing connection of parents to their children’s learning and art work. Creative 
Partnerships: Changing Young Lives (2012) looks at understanding why CP works and looks 
closely at how creativity in the classroom moves away from the transmission mode of 
teaching. The research undertaken by the National Foundation of Education Research was 
faced with the challenge that the program was taking time from the formal curriculum. 
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Sharpe et al, in 2006, found links between participation in the project and improvement in 
test scores, attendance, ability to work in teams, problem-solving and oral communication, 
thus refuting the concerns.  
The National Foundation for Educational Research tracked 13,000 young people who had 
been involved in CP. The key findings covered attitude and behaviour of the students, head 
teacher assessment and the response of parents. As in the CAPE research, the progress for 
those who took part in the CP program was greater than those who had not. The CCE website 
summarises the following: 
• Attendance improved in CP schools.   
• Head teachers were impressed overall and thought that the program had improved 
pupils’ confidence, communication skills and motivation.   
• They were also positive about the effect on their teachers observing an improvement 
in skills and a more willing approach to take a creative strategy in the classroom.  
•  It discovered for parents some improvements in communication as the parents felt 
strongly about the positive aspects of the arts. In addition, art events also offered low 
risk invitations to parents encouraging possible reconnections with schools. 
                                                                                           (CCE website, 2013) 
The research is unequivocal in its support of the project. Clearly, the long-term effect of the 
partnerships was critical, as were the presence of artists in the classroom, the partnerships 
with cultural organisations and the willing collaboration of teachers.  Unfortunately, the 
Government in 2010 did not agree and funding was discontinued.   
2.4.3 The Song Room Australia  
In Australia, in recent years there have been a range of art education programs and projects 
endeavouring to work in school communities experiencing problems. This includes schools 
with low socio-economic status, indigenous students in remote areas, refugee children and 
students involved in juvenile crime and those ‘at risk’. This review will now look at the work 
in Australia of the highly successful The Song Room (TSR) as a key example of an 
interventionist program that works in Australia for schools in this context. 
The Song Room is a not-for-profit organisation that provides free arts education programs 
designed to suit individual school contexts. It focuses on schools with disadvantaged students 
throughout Australia and currently delivers music and arts programs to about 20,000 of 
Australia’s most in-need school children every week. Since it was established in 2001 by 
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soprano Tania de Jong as a social entrepreneurship venture, it has reached over 250,000 
students.  
The organisation focuses its resources on children who are marginalised for a variety of 
factors such as: indigenous children and those in remote communities; children with special 
needs; those for whom English is not their first language; children involved with juvenile 
crime and other high need areas. It is funded from private and public funding, both federal 
and state, philanthropic sources and corporate sponsors. 
The Song Room (TSR) is an organisation that has acknowledged the dearth of arts education 
in Australian schools. It claims that 700,000 students in public schools in Australia have no 
opportunity to participate in programs in the arts (Caldwell, 2012). And in line with 
international research from the Organization for Economic Co-Operation and Development 
(OECD) that Australia has been classified as a high quality / low equity education system in 
international comparisons, it seeks to redress the balance and to priorities those communities 
in low socio-economic communities, and address the comparative disadvantage.   
As in England, there has been a national discourse in Australia on the importance of literacy 
and numeracy and a preoccupation with national testing through NAPLAN testing in May for 
students in Years three, seven and nine.  Many educational observers, for example Caldwell 
and Vaughan (2012), have noted that these imperatives have helped to reduce the 
commitment and time in schools for arts programs.  The Song Room, through the provision 
of resources to schools in the form of music classes and other performing arts classes, hopes 
to increase the understanding by the educational sector about the impact that the arts can have 
on several areas including academic, emotional and social well-being.  
2.4.3.1 Pedagogical Approach 
TSR states on its website that their programs are designed to fill the education gap and 
provide Australian School children with “TSR Teaching Artists and tailored arts based 
programs”(2013). There are a variety of programs on offer, including workshops in schools, 
parent and community programs and on-going professional development. In Queensland, for 
instance the program had a co-coordinator who liaised with targeted schools to ensure 
suitable programs were tailored to the school clients. 
  In the classroom, Caldwell and Vaughan found the following pedagogical practices existed: 
• Encouragement and engagement of students to join in no matter what their skill set  
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• Provision of programs to encourage and engage all students to do their best   
• Provision of  new opportunities to perform in front of other groups 
• Creating lessons that engaged students in ‘a fun way’ to give  confidence in other 
subject areas 
• Provision of ongoing professional development to teachers who took the opportunity 
to extend their skills 
• Kinetic and active  lessons  
• Creation of a  safe environment to take risks 
• Multiple performance opportunities that built the confidence of the students  
• Fostering of group skills through the ensemble nature of the work. 
(Caldwell &Vaughan, 2012) 
TSR works across Australia delivering to approximately 450,000 students for a minimum 
period of six months. In addition, in recent years it has worked to develop capacities in the 
communities for on-going arts engagement through the provision of extra performances, 
holiday programs and partnerships in the community.  
2.4.3.2 Impact of the Program 
Educational Transformations was commissioned in 2009 by TSR to investigate the impacts of 
their programs in ‘relatively disadvantaged’ school communities in NSW.  The Macquarie 
Group Foundation provided TSR with a three year grant that allowed it “to investigate the 
efficacy of its interventions in improving social and educational outcomes for children in a 
range of high need target group.” (Caldwell, Harris & Vaughan, 2011, p.17). The research 
focused on three key indicators: 
• Attendance, drop out, detention and suspension 
• Results on school tests and national tests (NAPLAN)  
• Social and emotional wellbeing as measured by the SEWB Survey designed and 
validated by the Australian Council for Educational Research (Caldwell, Harris & 
Vaughan, 2011, p.14). 
The research looked closely at ten schools over the period of the program from 12 – 18 
months. To summarise, the results overwhelming validated the support the programs gave 
these young students. There were significantly higher attendance levels and academic results 
for students who participated in TSR in comparison to those who had not. Additionally, long 
term TSR schools moved on to out-perform initial TSR schools.  The findings for the Social 
and Emotional Well-being indicator are as equally positive. For example, the researchers 
found an increased length of time in TSR reduced depression in boys and that for girls the 
longer term program had significantly reduced depression.  Involvement in the project also 
discovered data that indicated that improved behaviour, feelings of safety, positive work 
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orientation and school engagement may come about as a result of participation.  Engagement 
in the arts always has its own intrinsic value but for the students in this project, who maybe 
became disengaged from schools for a variety of reasons, it boosted to their self – confidence 
and an improved their ability to work in teams. While the researchers advise caution and 
outline the limitations of the research, these findings do indicate a significant understanding 
for educators of students in low socio-economic areas.  
2.5 Conclusion 
This research, in line with Charles Landry’s defining of impact is concerned primarily with 
the types of effects that create “the resonance within the lives of individuals” (1995, p.23). 
Measuring the economic or long-term academic results is of importance, but beyond the 
parameters of this study. The challenge in this summary is to ascertain the types of impacts 
that continue to have influence on the participants in the Yonder project.   
Thus, the impacts of arts education interventions for low socio-economic communities can be 
clustered under four headings. The following are offered as a summary. The evidence across 
the field reveals improvement in the following broad impacts: 
• Improved engagement of parents /families in school life   
• Improved social and emotional development for students and team building- skills 
• An increased awareness of the value of arts education by teachers and principals and 
the schools overall  
• Improved student engagement in learning and attendance.  
This list does not include reference to the academic improvement in test results and overall 
school improvement cited in key works in this contextual review as important impacts. The 
framework above is shaped to suit the context of the Yonder project, within its limitations. 
This review has influenced the questions and investigations for the interviews, focus groups 
and school summaries. By using a summary of impacts from other similar projects an 
approach has been conceived to guide the question for the participants. Did the Yonder 
project deliver on recognised outcomes for similar projects and did they last for any length of 
time after the artists left the school?    
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3.1 Introduction  
This chapter investigates how this research belongs within the framework of qualitative case 
studies, the philosophical paradigm, and the position of the researcher and the ethical 
considerations in this context. The ‘logic of qualitative research’ provides the most suitable 
frame for the explorations of this inquiry (Lincoln & Guba, 2000, p. 510). By applying the 
lens of constructivism this study attempts to make sense of and interpret the ‘language and 
actions of the social actors’ after the event (Lincoln & Guba, 2000, p. 118).  This approach is 
best articulated through a qualitative case study.   
In attempting to find a methodological approach that allowed the opportunity to explore the 
impact of a specific project in multiple sites in-depth, a qualitative case study offered both the 
tools and theoretical concepts.  Analysing the interviews, observations and focus groups from 
participants in different schools, would provide understandings of what had worked or not 
worked in the project and would provide the ‘thick description’ that was needed and which is  
typical of case studies. As a case study, it is a bounded system using the interpretative 
paradigm of constructivism. By going back, the researcher was hoping to make sense of the 
program from the participant’s point of view. The aim of the research was to understand the 
‘meaning of social phenomena’ in this case a program, in the context of the community and 
its ability to affect change (Stake, 2006, p. 119).  
3.2 Qualitative research   
Qualitative research is endlessly creative and interpretive, but importantly it is also a search 
for meaning and understanding (Denzien & Lincoln, 2005, p. 26).  Lincoln and Guba state 
“that qualitative research can offer experiential understandings of a situation; it is an 
interpretative rendering of a reality not an objective reporting of it” (Charmaz, 2005, p. 510). 
In adopting a qualitative research paradigm the research seeks to understand a situation and to 
interpret the effect of the program on the participants; to describe, understand and explain the 
interactions between the program and the participants. The study needed to gauge the 
multiple realities of the participant’s lives in their different settings.  Quantitative researchers 
have been quick to point out the flaws of qualitative research; its lack of validity, its inability 
to show causal links and the imprecision of the generalisation (Yin, 1998). Researchers like 
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Yin (1998, p. 245) have chided case study researchers in particular those “who have ‘gone 
into the field with minimal preparation and tell it like it is”. Thus, the negative stereotyping of 
qualitative research presents challenges to any researcher as its design, execution and 
reporting will need to demonstrably make explicit strategies for rigor, objectivity and 
validity.  
However, while qualitative research does not measure and does not, as Eisner (1991, p. 38) 
points out, endeavour to capture the traditional cause and effect of the science experiment, it 
can through “good qualitative writing help readers experience the heat-vicariously of course”. 
Stake (2006) also suggests that the advantage of qualitative research is that it ‘sophisticates’ 
our understanding of a situation. 
The tenets of qualitative research are defined as being focused on the process. It locates the 
observer in the world and it uses a set of interpretative practices to make the world visible 
(Denizen & Lincoln 2000, p. 18). It can use a variety of practices, to get a better 
understanding of the phenomena being explored.  
3.3 The Interpretative paradigm for the research  
Research aims to generate new knowledge through exploration, but this always occurs within 
a philosophical paradigm that guides the researcher’s ideas and beliefs, as knowledge is 
shaped by the aims and intents of the user. This research sits primarily within the paradigm of 
constructivism. By using a constructivist lens the researcher has attempted to understand the 
specifics of the program and to draw out the meaning making occurring for different 
participants in the process. The research is constructed through an interpretation based on the 
feedback of the participants. 
The constructivist or interpretivist believes that to understand this world of 
meaning one must understand it. The inquirer must elucidate the process of 
meaning construction and clarify what and how meanings are embodied in the 
language and actions of social actors. (Schwandt, 2005, p. 118). 
This paradigm best suits the epistemological and ontological approaches in the study. If 
constructivism is a subjectivist epistemology acknowledging that the knower and the 
respondent co-create understandings this research through the open nature of the interviews, 
reflects this position (Denizen & Lincoln, 2000, p. 2). The researcher believed the prior 
relationships with all the participants made this important. In the interviews the semi-
40 
 
 
 
 
structured nature encouraged the interviewee to explore the questions. A key characteristic of 
this approach is the role of the researcher who is part of the process, co-creating knowledge 
with the participants. 
Additionally, the assumption that in the constructivism paradigm there is relativist ontology, 
and that there are multiple realities to be interpreted, clearly suits the nature of this study. The 
study attempts to describe and understand the respondent’s views and values and the 
researcher needed to acknowledge the variety possible in their day-to-day lives and in 
different settings. The meaning making activities themselves are of central interest to social 
constructivists, simply because it is meaning- making/sense –making/attributional activities 
that shape action (Lincoln & Guba, 2005, p. 113). 
The researcher needed to understand what shaped ‘the action’, the strategies and the 
dispositions of the participants so as to construct an interpretation based on this examination. 
In order to gather this data the researcher needed to stay close to the world of the study. 
Grounded theory is a means whereby the development of theory happens as data is analysed 
and presented, and involves the researcher encountering this data in the world of the study 
(Glaser, 1979). It involves an ongoing dialogue as the data analysis occurs allowing the site 
of research to have a clear voice in developing theory. It is a formal approach to gathering 
data and best articulated through a case study.    
This study is described as taking a constructivist grounded theory approach as it takes a 
reflexive stance on modes of knowing and representing studied life (Charmaz, 2005, p. 509). 
Like all research it did not occur in a social vacuum, as the data was analysed and the 
researcher wrestled with the data in making comparisons and developing categories 
(Charmaz, 2005, p. 510). Due to the integration of the data, ideas and theories this means that 
the whole process can be seen as interactive. 
Constructivism sees the researcher as the ‘orchestra and facilitator’ of the inquiry process and 
as such the values of the researcher are critical in the shaping of the findings and 
recommendations (Denzien & Lincoln, 2005, p. 114). For the validity of the research these 
will now be outlined.  
3.4 The position of the researcher 
As the sole researcher on this project a declaration of the personal context and positioning of 
the researcher and how it may impact on the design, selection of methodology, questions and 
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findings must be made. The researcher was the co-ordinating teacher artist in the Yonder 
project from 2009 –2012. The researcher was also a part of the team that conceived and 
devised the project, ran the trial pilot and applied for the funding. During that time the 
researcher helped to write many reports and acquittals for the Australia Council, QPAC and 
DETE. An important part of these reports was demonstrating how goals had been reached 
and outcomes achieved. Additionally, the need for advocacy was part of the ongoing funding 
strategy and relationship with partners.  
Thus, the researcher was not dispassionate about the need for work of this type, in fact, this 
particular project. However, there is now some distance for the researcher from the 
excitement of the project twelve months on. Distance from the delivery time of the project 
allowed for objectivity, time to observe if impacts were still evident for participants, through 
follow up twelve months after it had ceased in the schools.  
This researcher needed to ensure that a success/failure discourse about the project or the use 
of advocacy language had ceased and then to take up the position of a critical observer. The 
investigation needed to seek different questions and to explore the long-term effects from a 
more objective position. This evaluation is about the consequences of the practices used and 
whether they created sustainability and changed attitudes, not the immediate effects in the 
classroom. The aims and the goals of the project in this arena have been assessed in other 
arenas.  
As a member of the Yonder team, a pressing ethical concern was ensuring the researcher’s 
impartiality to the responses during the interviews and focus groups. For the comfort of the 
interviewees, the importance of their candid feedback for the success of the research was 
declared. It was vitally important that this research did not become a hero narrative putting 
the participants in the position where they were simply asked to provide a stroke for the 
researcher. 
No research is neutral but the researcher needs to be positioned as a critical observer 
operating with openness and a reflective capability in order to construct the world of the 
participants in the case study and to interpret the feedback. The researcher needs to remain 
open to different possibilities as the research unfolds and to allow the possibility for new 
understandings to be made and for fresh readings of familiar contexts to be given. 
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Lastly, the researcher is interested in exploring the efficacy of this model for regional and 
edge city schools, and the value of arts participation for disadvantaged students. 
3.5 Research question  
In national and international research significant evidence is mounting about the value of arts 
education for low socio-economic students (Ewing, 2011). This research is of significant 
importance to the education context in Australia. However, what this research was hoping to 
untangle was if an intervention could lead to long-term change. The research question that 
has emerged from these interests therefore was:  
Can arts-based participative projects in low socio-economic primary schools have long- 
lasting impacts, develop attitudinal change and build capacity for ongoing arts engagement? 
Starting from the position that it is a given that arts education can be of some value in low 
socio- economic schools, this research investigates the context for developing change through 
a close examination of six schools that took part in the Yonder project twelve months after it 
had concluded. For this arts education program in low socio-economic schools, the research 
gauges what has lasted from the program. Do aspects of this program still exist? Has change 
occurred for the participants from their engagement with the project or was it just a feel good 
type of experience that ceased when the artists left and the applause stopped? 
3.6 Case study  
As stated this research is qualitative as it seeks to understand a social phenomenon through 
the use of a case study. (Janesick, 2001) makes a compelling argument in her article The 
Choreography of Qualitative Research for the value of this type of research. She states 
“qualitative research is not constructed to prove something or to control people” (Janesick 
2001, p. 385). The advantage of this type of research is a rich and deep understanding of the 
multiple parts of any one situation, allowing exploration after the completion of a program. 
Thus, this research is found within a descriptive, explanatory case study as it sought to 
discover patterns, understand situations and the behaviours of the participants. Its inquiry is 
about the nature of change in a setting; if capacity was built and attitudes changed, this was 
part of an intrinsic case study, a better understanding of this particular case. It is a ‘bounded’ 
case study as it tries to capture what remains after the project, in a defined time and space 
(Stake, 1995, p. 445). The site of study is the Yonder program, and this provides the boundary 
for the investigation and controls the questioning. 
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By concentrating on a particular program the hope is to illuminate the context and processes 
that occurred in the two sites of the study. Through the interviews of a range of participants 
and through the focus groups in different schools the opportunity for triangulation was 
maximised. Triangulation occurs when “multiple perceptions are used to clarify meaning, 
verifying the repeatability of an observation or interpretation” (Stake 2005, p. 454). This 
process will help to “identify different realities” in the different schools (Stake 2005, p. 454). 
The case study while not trying to demonstrate the traditional cause and effect “of the science 
experiment” can as Eisner claims, through “good qualitative writing help readers experience 
the heat-vicariously of course” (1991, p. 3). 
3.7 Data collection Methods 
This research will utilise interviews, observational summaries of the six schools selected to 
revisit and focus groups. These methods best allowed data to be collected to build and 
construct a case study. 
3.8 Interviews 
The interview was selected as a key data collection tool so as to provide in depth feedback 
from the field. The interview provides an intense opportunity to hear from the participant. 
Interviews with the principals were set up to be semi-structured, to prompt consideration for 
the long-term effects of the project, particularly with regards to new events or strategies in the 
school; had there been structural and policy change in the school? The interviews were sent 
to participants in advance to allow time for the principals to also consider if they had any 
questions or concerns they wished to include.  
The interviews with the teachers were also semi-structured, encouraging further questions if 
they had an area they wished to pursue and prompted dialogue about artistry. This set of 
interviews was more concerned about the personal response of the teacher; did the connection 
to the notion as art as a transformative process for their children and themselves bear weight, 
or was too much made of this and time was wasted for themselves and their students? 
3.9 Observation  
As the researcher had been absent from all of the schools for over twelve months it was 
important to take time to observe the mood and formal setting of the schools: what change 
was visible and what might have bought it about? Were there new staff? Had resources 
noticeably changed? An important part of qualitative research is noticing and observing the 
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environment and so I attempted to describe any new artefacts or symbols in the schools. 
These observations were collected in field notes with observations at each school and later 
translated into observational studies.  
3.10 Focus groups  
Students from past Yonder projects were interviewed after a brief drama warm up. Each focus 
group involved approximately ten students with a mixture of gender, ages and abilities. The 
process sought to understand what they remembered of the project and if it had impacted on 
their habits and aspirations in life. The focus groups were both specific, asking what words 
they remembered from the project, and open ended, asking if they wanted to be artists. At the 
end students were asked to create a visual image that captured a key moment from the 
experience. 
The parents, carers and grandparents of the children were invited to a small afternoon tea to 
be part of a focus group. The set up for the discussion was semi-structured. It sought to 
discover firstly if the project had entered their lives at all and if not, why? Secondly, the aim 
was to find out if they had commenced new activities and if they were continuing? Thirdly, it 
wanted to investigate if new habits had emerged? The focus groups ended with discussions 
for the future asking; what other arts projects would they like to see in their community?  
3.11 Scope and scale 
The Yonder program took place from 2009-2012 in twenty schools in edge city Brisbane and 
regional Queensland. Previous research, Gattenhof’s (2012) report; Looking Yonder: 
Longitudinal research and evaluation of the Yonder participative arts- based learning model 
involved all schools, their teachers, principals, students, families and partners. For the 
purposes of this inquiry only three schools from each district were selected for interviews and 
focus groups. In the regional area, a beach school, a city school and semi-rural school were 
selected to provide a range of feedback and contexts. In the edge city, a large, multi-cultural 
school, a school that was over the freeway and further out and a smaller school on the edges 
of the area were selected to provide a range of contexts.  
3.12 Ethical clearance  
The research has been assessed as Low-Risk Human Research and presents no ethical issues 
that are atypical. The project has QUT Human Research Ethics approval (Reference Number 
130000001360) and Department of Education, Training and Employment (DETE) ethical 
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clearance. To ensure the rights of students, families, teachers and principals were advised in 
forms and communications about informed consent, the right to privacy and to withdraw, 
confidentiality and privacy. As a matter of protocol, schools are identified by numbers to 
protect school and student confidentiality. Teachers, parents/caregivers, students, and artists 
were told the number that indicates their school in order for them to identify their own voice.  
3.13 Conclusion 
This chapter defines and explores qualitative research, the philosophical paradigm, the 
research question, the position of the researcher and the ethical considerations in this context. 
It outlines the case study and the data collection methods. Overall, in the field, the data 
collection methods were appropriate, however, the list of questions changed and evolved in 
response to the participant’s answers.  The next chapter; The Historical Perspective explains 
the rationale and background of both the program and the Yonder project. 
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CHAPTER 4: THE HISTORICAL PERSPECTIVE 
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4.1 Introduction 
The KITE program represents a thirty-seven year commitment to the provision of arts 
education for children in Queensland. The following chapter describes the KITE program, 
formerly the Early Childhood Development Program (ECDP) in terms of its historical 
development and aims in order to understand the genesis of the Yonder project and this 
research.  
 The second section details with the specific nature and operational delivery of KITE’s 
Yonder project, an arts intervention for schools in low socio-economic communities.  
4.2 What is KITE?   
Early Childhood Development Program (ECDP), as KITE was first known, began life in 
1975 at La Boite Theatre in Brisbane with support from the Queensland Department of 
Education.  From its inception to its conclusion it was a program that believed in the 
importance of dramatic play and the possibilities this offered for the development and 
learning of early childhood students. It survived for a further 37 years, but in 2012 the 
Liberal/National State Government cut all arts education programs that were a part of 
Education Queensland, and KITE was one of the key casualties in this round of cut backs.  
In the 37 years there have been key periods, identifiable by location and priorities in 
philosophy. However, the program has always had two key characteristics: 
1. A close partnership with Education Queensland which included, from the start, 
seconded teachers, who had their wages paid by Education Queensland. Over the 
years, this support ranged in capacity from seven to two teachers.  
 
2.  A commitment to early childhood pedagogy and social justice. 
 
Noticeable also are the key differences: 
• The changing titles of the members of the team; teachers, actors, teacher/actors and 
teacher artists. 
• The shifting balance between the prioritising of the ‘theatre performance’ and the 
‘interactive project’. 
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The key periods of the program have been defined by the primary location/base and the 
philosophical framework. 
1) ECDP from 1975-1982 based at La Boite Theatre. 
 
2) KITE from 1982-1990 based at Metro Arts.  
 
3) KITE Theatre from 1990- 2005 based at Kelvin Grove State School and for a short 
period at the Low Incidence Support Centre (LISC) Annerley. 
 
4) KITE Arts Education Program@QPAC 2005-2012 based at Queensland Performing 
Arts Complex (QPAC).  
 
Each of the above time periods will now be unpacked in detail. 
4.2.1 ECDP from 1975-1982 based at La Boite Theatre   
In 1975, the Theatre Director of La Boite Theatre, Jennifer Blocksidge, conceived the idea of 
a theatre in education team for preschool children. Comans, in her book La Boite: The Story 
of an Australian Theatre Company, states: 
It was her drive and inspiration that helped to establish ECDP, the theatre’s first 
professional wing and Queensland’s first Theatre – in education program for the 
age group. (2008, p. 82) 
La Boite Theatre trialled the idea and then further cemented the relationship with Education 
Queensland. By 1979 it was a team of eleven people, seven of whom were seconded teachers. 
One team worked closely with teachers and students in preschool centres; the discovery team. 
The second team, the action team, concentrated on in school shows - e.g. Dennis is the King, 
Too, South East Asian Experience and Mulga Bill’s Bicycle from a Banjo Patterson poem. 
During this period, the content of projects was developed out of the play of preschool 
students. Sean Mee, who was in the ECDP team from 1976-1980, describes one of the key 
debates in the team at the time as he discusses a performance: 
It involved music and puppets and, although this show was well-received by 
teachers and schools, the children were passive receivers of a performance with a 
linear narrative with some requests for action that the children either did or did 
not do. It became apparent to the team that this kind of show had little impact 
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upon children as it was unsuited for the age group in both content and form. 
(Mee, email, March 16, 2013) 
In 1982, Education Queensland, under the guidance of John Tainton (Director of Early 
Childhood Education), advised La Boite that ECDP would be taken away from the theatre. 
Political and philosophical differences with the Artistic Director at the time, Andrew Ross, 
had created an unproductive working environment for the program. The partnership with La 
Boite Theatre was severed and ECPD evolved into KITE based at the Metro Arts Centre with 
five members in the team. The name was changed to separate it from La Boite Theatre and to 
symbolise a new chapter in the program’s life. 
4.2.2 Kids Interactive Theatre Experiences (KITE) 1982-1990 based at Metro Arts  
In 1983, the KITE team composed of five seconded teachers, some with extensive theatre 
experiences, were given two weeks, by the Director of Early Childhood Education in 
Queensland John Tainton, to devise a plan for the new program/team.  The new charter 
created by the team focused on theatre creation, regional touring, in school performances and 
forging strategic partnerships. It was also around this time that the audience age was extended 
from just preschool students to include students from Years one to three.  
However, the KITE program mode of delivery shifted during this period, from a heavy 
reliance on drama process, to theatre performances created and presented to early childhood 
students and their parents. Former member Michael Forde, who was in the team from 1983–
1999, described it in this way: 
We felt that there was something profoundly educationally relevant to be found in 
storytelling and the imaginative engagement of a good theatre experience. (Forde, 
email, April 17, 2013) 
In many ways during this period 1982-1990, KITE evolved into a traditional Theatre in 
Education Team. The students were not active participants as in ECDP, but were audience 
members. At the end of 1987 there were major cutbacks in Education Queensland and the 
team of five seconded teachers was reduced to two.  
4.2.3 1990–2005 KITE Theatre at Metro Arts/ the Low Incidence Support Centre 
(LISC) Annerley/Kelvin Grove Primary School  
During this period, KITE was predominantly a theatre company for children aged five to 
eight years. In 1988, KITE moved from Metro to the Low Incidence Support Centre (LISC), 
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Annerley. Two key new members joined the team, Peter Stewart and Tim Mullooly. The 
team remained at only two members. They were described as teacher actors and performed 
extensively over the years at QPAC and on tour. 
Peter Stewart, with the program from 1996-2005, describes the company in this way: 
KITE Theatre was Education Queensland’s early childhood theatre company 
servicing schools and preschools throughout Queensland. The works ranged from 
two-hander school touring shows that could travel in a van or small plane (Pirate 
Stew, Bellatrix, Motor Mouth version 1 and Dinosaur Adaptus) to in-theatre 
productions, principally for Out of the Box festivals, but also subsequently toured 
(Jenny and the Tennis Nut, Binni’s Backyard, Motor Mouth version 2, Kese 
Solwata), to larger cast, large-scale outdoor productions (Murri Time, Down the 
Drain, Round the Bend). (Stewart, email, April 11, 2013) 
KITE Theatre during this period was particularly well known for its innovative, exemplary 
and long-term work in Aboriginal and Torres Strait Island communities. The team accessed 
RADF (Regional Arts Development Funding) to service students in remote areas. Peter 
Stewart explains this priority: 
We were particularly focused on access for students anywhere in the state at an 
affordable price regardless of socio-economic background. (Stewart, email, April 
11, 2013). 
In 2005, QPAC and Education Queensland formalised a partnership that relocated KITE 
personnel to QPAC, with both KITE and QPAC programming staff contributing to creative 
processes, administration and management. At the end of 2006 there was a change in KITE 
team members and a clarification from Education Queensland that KITE was a ‘program’ of 
arts education for state schools rather than a ‘theatre company’. KITE personnel were drawn 
under the same contractual conditions as other Education Queensland officers placed within 
cultural institutions. The term ‘teacher artists’ was employed to describe the personnel rather 
than education liaison officers, teacher actors or artistic directors. Two new teacher artists 
were appointed in December 2006 and March 2006. The KITE team was relocated to the 
main building at QPAC and became part of the programming unit. 
4.2.4 KITE Arts Education Program at QPAC 2005-2012  
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At the start of 2007, the KITE Program commenced a process of research and consultation so 
as to rearticulate its core values, vision and practice priorities. The new KITE manager in 
QPAC, Susan Richer, was looking closely at models of education programs, such as the 
Lincoln Centre in New York and the Kennedy Centre in Washington. The title of “teacher 
artist” also represented a shift in philosophy. The members of the team were no longer 
primarily actors. 
The feedback of teachers and principals in schools, experts in early year’s education at the 
curriculum and tertiary level and industry professionals in Theatre for Young People were 
consulted and interviewed. 
The key line of investigation was: what is the most useful and dynamic way for KITE to 
support schools in arts education delivery? The report summarised key patterns from the 
interviews, challenges and the suggested new priorities and strategies to transform the KITE 
Theatre Company from the traditional TIE form, into an arts education program.  
4.3 The new charter  
After the review, QPAC, Education Queensland and the two teacher artists identified the 
following priorities: 
• Performance 
• Participative arts projects  
• Professional development  
• Partnerships. 
 
Aesthetically charged performances were still seen as a key deliverable by the KITE team, 
but they also prioritised participative arts programs to allow children to become active 
participants, not just observers.  
Additionally, the importance of KITE in providing programs to schools in under resourced 
communities, during a child’s first few years at school, began to become a key value. It was 
after this review that the architecture for the Yonder model was developed by the KITE 
teacher artists, in collaboration with the QPAC Manager at the time Susan Richer.  
4.3.1 The creation of the Yonder model  
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In 2007-2008, the teacher artists did further work in under resourced communities so as to 
design a valid model to work in schools. KITE piloted a process for arts immersion 
experiences in three southeast Queensland state schools and found that: 
• Many children had not travelled beyond their own suburb or city. 
• None of the participating children had visited a cultural institution such as those at 
Brisbane’s South Bank precinct or centres within their own neighbourhoods. 
• The children’s parents and teachers valued their young people’s creativity but did not 
know how to grow and support their talents. 
•    Arts immersion, particularly in the area of drama, was of benefit to children’s 
learning in other areas, for example, growing conversation skills beyond instructional 
language. (Case Study, Jones & Richer 2011, p. 8) 
 
Based on these findings, the Yonder project was designed so that Education Queensland and 
QPAC could work together to bring innovative arts education experiences to schools and 
communities in areas of social and economic disadvantage. As in other iterations of the 
program, KITE wanted to ensure access for all students.  
In 2009, KITE, with its new manager at QPAC Janelle Christofis, applied for a substantial 
grant to fund the overall project. Christofis, an ex-teacher, was an advocate for the intent of 
the program and supported its inception in QPAC. KITE secured $463,000 in funding from 
the Australia Council’s Creative Community Partnerships Initiative to deliver Yonder, a long-
term, large-scale participative arts project. This was the most substantial funding that the 
program had received in its 37 year history. 
KITE’s main project from 2007-2012, the Yonder project, incorporated many of the aims and 
methodologies of the previous programs. Threads from the past are clearly evident in the 
program: 
• The participatory/interactive processes in the Artist in Residency program in schools. 
• The access provided to theatre and performances, including Out of the Box, through 
the program’s funding. 
• The access provided to students in Queensland’s disadvantaged communities. 
• Experimentation and research of methodology as an ongoing commitment. 
• The valuing of parents and carers in the process. 
 
The Yonder project inherited and respected its roots, while extending and developing new 
partnerships, processes and methods. In Yonder, new priorities were shaped and defined. For 
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instance, it placed a greater emphasis on community capacity building. The commitment to 
community capacity building was new and the impact of this element is one of the focuses of 
this research, but it is important to acknowledge the key, essential difference, which was its 
exclusive focus on the provision of resources and services to students and their families 
experiencing high levels of social exclusion.  The KITE team believed that the provision of 
arts participation to those school communities that were not receiving equitable access to the 
arts was one of the most valid services they could provide to children in Queensland in 2007. 
This next section will document the details and working methodologies of the Yonder 
program. 
4.4 What is Yonder? 
The KITE Arts Education Program at QPAC (2005-2012) delivered relevant contemporary 
arts education experiences for Prep to Year 3 students and their teachers across Queensland.  
Made possible by Queensland Department of Education and Training (DET) in partnership 
with Queensland Performing Arts Centre (QPAC) it provided performances, workshops, 
participative arts projects and professional development.  The key project during the years at 
QPAC was the creation and delivery of the Yonder project.  This section will detail the 
project its philosophy, delivery, processes, resources, evolution and its evaluations both 
internal and formal.  
4.4.1 Philosophy 
The conception and the ongoing development of the project were based on continuous 
research by the project team. The project was underpinned by the following understandings:  
KITE believes:  
• Children thrive when given access to a creative life.  
• Schools succeed in multiple ways when teachers, students and families participate in 
arts and cultural events.  
• Arts education experiences in early childhood are of particular significance as they 
have the power to impact positively on brain development. 
• Arts education programs in schools are of a particular benefit to under-resourced 
communities. 
• Ongoing conversations with communities, households, teachers and students provoke 
new thinking and practices in early phase arts delivery. (The Yonder Project, Artistic 
and Financial Report, 2012) 
Specifically for Yonder, the following philosophical underpinnings were articulated: 
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• The value of play, multiple intelligences and creativity. 
• Positioning children as co-artists. 
• The importance of privileging active participation over passive reception for families, 
children, teachers and principals (Jones & Richer 2012). 
• The opportunity for all children to be part of the performance regardless of virtuosic 
performance skills. 
• The importance of including the families in the education and cultural lives of their 
children. 
• Formal feedback and evaluation for all stakeholders. 
• The belief that young people were capable of and interested in complex questions and 
thinking. 
• Creating a large scale, professional performance with young people that provoked a 
meaningful conversation with the children’s families. 
 
4.4.2 The Team  
The KITE team was managed by QPAC producer and program development manager Janelle 
Christofis during this period.  There were two teacher artists seconded from Education 
Queensland at any one time, Natasha Budd (2007 – 2010), Adrianne Jones (2007- 2012), 
Claire Austin (2011) and Johanna Searles (2012).  A program co-ordinator for two to three 
days a week and over 68 artists was employed by the project over the three years.  
To ensure continuity, schools would select a teacher (titled key teacher) who would be the 
communication point and the teacher was to collaborate in the planning and directing. This 
strategy was developed by KITE to ensure capacities for long-term sustainability in arts 
learning in the schools. In two schools, more than one teacher was appointed to spread the 
resourcing and the skill development. The key teachers in schools came to be seen as integral 
to the success of the project. 
4.4.3 Delivery and Processes 
In 2008, KITE applied for and secured in 2009, $463,000 from the Australia Council’s 
Partnerships Initiative to deliver a participative arts project called Yonder. Created for those 
communities with the least access to the arts, it worked with twenty schools in two education 
districts, one on the outskirts of Brisbane and one in regional Queensland. The schools in 
these districts that were part of the project had been identified by DET as those being most at 
risk of social exclusion.  The project was a participative arts learning project that engaged 
young children and their school communities in arts participation over three years through a 
variety of processes.  
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4.4.3.1 For schools in each year of the cycle: resources, processes and experiences (June 2009- 
June 2012)  
For each year in the cycle, schools were engaged in processes that included: 
• Community consultation – with a variety of stakeholders.  
• Arts education professional development – for teachers and principals through twice 
yearly conferences and workshops. 
• Access to professional performances at QPAC (Out of the Box) or the Moncrieff 
Theatre (Gruffalo) or from touring artists, for example Cindy Bowers.  
• Access to performances generated from the project in their community. 
• Provision of resources: a template of practice based resources, documented units of 
arts teaching, props and other artefacts. 
• Ongoing arts based learning, for example holiday programs such as workshops, 
viewing performances and exhibitions and Beyond Yonder club programs.  
4.4.3.2 For schools Artist- in- Residency program: resources, processes and experiences  
Once during the project every school would receive the intensive Artist- in -Residency (AIR) 
program. Two small and isolated schools received the above experiences, but because of 
distance and size (one school had a population of eight) were unable to participate in an AIR. 
Teacher artists from KITE and artists from a range of art forms worked in schools for a 10-12 
week period. This process included: 
• 2- 4 weeks of community consultation with teachers and the local advisory panel. 
• Planning with teachers to design units that investigated concepts related to children’s 
preoccupations, concerns and their local context. 
• A start-up party at a community venue to connect children and families to Yonder, 
including a performance, a meal and an introduction to the team. 
• Classroom workshops over a 10-12 week period with professional creative artists, 
including choreographers, movement artists, physical theatre/circus artists, designers, 
digital/visual artists, musicians/sound designers and with KITE teacher artists using 
drama as a primary art form. 
• Family workshops at local galleries or in the school where parents worked with their 
children and often used the themes of the performance.  
• Creating and generating a professional performance with children, teachers, artists, 
teacher artists and technicians. 
• Rehearsal and performance at a local cultural institution. 
• Follow up workshop with students after the performance. 
The performances investigated a range of issues and concerns; for example in 2009 The 
Ripple explored cause and effect. In 2010 Precious looked at the importance of happiness, 
56 
 
 
 
 
being aware of the needs of others and caring for oneself. Plunge in 2012, which included the 
children’s understandings of their coastal and beach experiences, combined with Salman 
Rushdie’s children’s book Haroun and the Sea of Stories and the idea of ‘finding voice’ and 
the power to speak up for oneself.  
The performance itself was layered and brought together by the collaborating artists to 
integrate contemporary theatre practice and to deliver a professional performance for the 
participants and the audience. As Yonder was context and community specific, the 
professional artists involved supported the conceptual focus of the project. It may have 
involved choreographers, magicians, digital artists or musicians (Jones, 2012).  
The program, over the three years July 2009-June 2012, provided over 9,097 arts experiences 
for young people and their families, teachers and principals. To break this figure down 
further:  
• Intensive AIR, community and touring workshops programs for 1,737 students, their 
parents and carers.  
• In-theatre performances for 6,939 students and their communities.  
• Employment for 68 artists and art workers on 107 occasions (The Yonder Project 
Artistic and Financial Report, 2012).  
 
4.5 Conclusion 
In August 2012, the State Government cut arts funding to DET, which included the staffing 
and funding of all Education Liaison Officers and teacher artists seconded to State Arts 
Organisations.  KITE Arts Education Program @ QPAC, therefore ceased to exist after 
January 2013, after thirty-seven years. The next chapter presents the data from the research in 
the field from three schools in regional Queensland and three schools in the edge city region.  
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CHAPTER 5: PRESENTATION OF DATA 
 
  
58 
 
 
 
 
 
 
 
5.1 Introduction   
As outlined in the methodology chapter, this research takes a constructivist grounded theory 
approach as its lens. Taking this approach on board, the data analysis strives to make sense of 
and interpret the responses and behaviours of the participants twelve months after the 
conclusion of the project Yonder. The data was gathered through interviews and focus groups 
twelve months after the event. As outlined in the methodology chapter, the researcher sought 
to understand the experience of participating in a three-year arts education intervention from 
the point of view of the participants: students, teachers, principals, parents and carers. The 
question sets for the focus groups and the interviews were open-ended and allowed for the 
construction of meaning with the researcher in order to co-create understandings. By 
foregrounding the voices of participants, analysis of the long-term impact of the Yonder 
experience were constructed.  
5.2 Research Context  
The Yonder project operated in twenty schools in edge city and regional locations until June 
2012. All schools were identified, firstly, by the regional directors of each education region in 
which the schools were aligned as being low socio-economic and schools with communities 
that may have limited access to the arts. This selection was then approved by the Director of 
Schooling in Education Queensland and cross-referenced with Education Queensland 
identification of schools with low socio-economic communities. All twenty schools were 
identified at the time as being in the lowest percentile for this classification.   
Up until June 2012 all schools were still participating in conferences, receiving performance 
opportunities, resources and visits from teacher artists. Thus schools and, as a result, their 
students were still linked to the project by the resources they were receiving, thereby 
allowing a connection to remain for many of the participants. However, the intensive 11–12 
week Artist in Residency experience, including the performance, occurred only once for each 
school. The students in all schools still received other resources from the project, but the 
intensive AIR varied in the length of time since the project, for the students in the focus 
groups.  Six schools were used to gather research. 
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The lapse of time for the children since the project is outlined below:  
School 1: Three years since the AIR project  
School 2: Three years since the AIR project   
School 3:  Two years since the AIR project  
School 4: Two and a half years since the AIR project  
School 5: One and a half years the AIR project  
School 6: Twelve months since the AIR project  
The six schools were selected to provide a range in terms of the size, location and 
demographic of the students at the school. The principals and the key teachers of these six 
schools were all present from the beginning of the project until the end. 
Three of the schools were located in a rural setting and three were located in a suburban 
setting within an edge city. Those selected for the schools in the rural area were a small 
school 30 minutes from the town, a school in the centre of town (the biggest) and a beach 
school on the outskirts of town. Those selected for the edge city were a large multi-cultural 
school, a school some distance from the other schools and over the freeway, and a large 
school slightly further out.   
In the context of the research it is important to note a weather event that took place in the 
regional area in January of 2013, the year in which the interview and focus groups were 
conducted. The interviews took place shortly after the floods and the cyclone of January 
2013. One of the schools had been flooded and another had damage from the cyclone, 
meaning both experienced delays in the commencement of school for the year. This was the 
second year in a row that this area had endured debilitating and serious flooding that caused 
great dislocation and hardship for many members of the school community. The effects on 
the children, teachers and principals were still very apparent, and their interviews were 
scattered with references to the floods and the cyclone. One principal noted that “the parents 
are more stressed and aggravated than before; many of their houses were condemned or badly 
damaged” (Personal Interview, Principal, School 4, 3 June 2013).  Another principal 
commented that “the ground has moved. It’s like the winds started in November. A boy was 
killed by the wind picking up an umbrella at another school and then there was the cyclone. 
It’s been a tough year” (Personal Interview, Principal, School 6, 5 June 2013).  
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5.3 Research participants  
5.3.1 Focus Case Studies: School Participants 
This section will provide observational summaries of the schools made during the visits in 
June and July 2013.  
The ‘interactivity’ (Stake, 1995, p.452) of a site is a feature that case studies can capture with 
skill. To capture this for this research, visits to each school were set up in order to interview 
the principals and the key teachers from the program. Focus groups were organised for the 
students and families of the students. The visits were also seen as an opportunity to explore 
and understand the current mood of the schools. Had the school changed since the project?  
This was observed through watching school parades, reading school newsletters and any key 
new documents in the school, i.e. Annual Operational Plans.  It was also important to 
acknowledge key events that had occurred in the locality and the effect they may have had on 
the community. 
Edge City Schools: All edge city schools from 2009–2012 were included in a DETE 
program called Every Child Counts. (EVC) This program was set up to provide funding and 
support to improve the learning outcomes of students in low SES communities in this area.  
School 1: School 1, the largest of the six schools, is a large multi-cultural primary school that 
had up to 40 different cultures and has a dedicated English as a Second Language department. 
In 2013 its population was 733, of which 80 percent of the students did not speak standard 
English , 30 percent were from a refugee background  and 8 percent of the population was 
from an Aboriginal or Torres Strait Islander background ( Annual Operational Report, 2013 ). 
The ECC funding  allowed one of the staff to become a dedicated Community Liaison 
Officer whose role included tracking attendance and networking with the communities. This 
position was filled by one of the key teachers in the Yonder program, however, she remained 
committed to the project and presented a rich arts and cultural plan that represented the 
variety of nationalities in her school. The school has a long- standing principal who was 
awarded Principal of the Year (2010) an award for outstanding improvements in the school.  
The school, in 2010, received funding to build a school hall, which is frequently busy with 
special cultural events such as Harmony Days, NAIDOC( National, Aboriginal and Islander 
Observance Committee)  week celebrations, and Pacifica ( Samoan, Maori, Tongan ) Arts 
events.  The Pacifica arts event attended by the researcher was popular and had over one 
hundred family members attending. The school was located on a busy intersection opposite 
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the local art gallery and a busy McDonalds. The school, despite its many challenges, 
appeared to be flourishing.  
School 2: School 2 is out of the main metropolitan area and has a population of 458. It has a 
diverse mix of students, with 55 percent from culturally and linguistically diverse 
backgrounds, 10 percent identifying as being Aboriginal or Torres Strait Islander and a large 
proportion of students of Pacific Islander descent, with many identifying as Samoan. 
Approximately 10 percent of the students have been verified by Education Queensland as 
having a disability (Annual Operational Report 2013).  The researcher attended the 
Artsstravanganza at the local entertainment centre.  Artsstravanganza is a stage performance 
involving all students. It was an exciting evening with close to 500 people attending and 
cheering for the students. Clearly,   the arts have become an important part of the school life, 
which wasn’t the case in 2009. The principal in 2013 was very clear about the arts events 
continuing for his community as a strategy to encourage family connection to the school. The 
school had been focusing on attendance and continuity of children attending the school.  The 
year seven students who participated in the Yonder project and who were still at the school, 
were all school leaders. 
School 3: School 3 is on the parameters of the edge city, just off the freeway, in an area dense 
with public housing.  The school numbers have risen, currently at 334 of which 59 are 
Aboriginal. There are also students from Pacific region, African and Asian and a small but 
significant group of students from further afield due to success in improving outcomes for at-
risk youth (Annual Operational Report, 2013). The principal, who has been a social worker, 
has a commitment to the support of students from difficult backgrounds.  The arts are an 
important part of the school with drumming and dance classes and the school has a close 
relationship with The Song Room. The school is very proud of its Indigenous bush-tucker 
garden.  
Regional Schools: The next three schools were all a part of the region identified by the 
Education Queensland Regional Director as having communities increasingly challenged by 
social exclusion.  The regional area, despite a robust arts centre, has increasing social 
problems including being identified as the obesity capital of Australia as outlined by 
Adelaide University’s Public Health Information Development Unit in 2013. 
School 4: School four is close to the centre of the regional town and was established in 1891. 
Some families at the school are fourth and third generation. The school at the time had a long 
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standing principal who retired at the end of 2013.  The school population is 179, with 15 
percent identifying as Aboriginal and Torres Strait Islander. The school has a high proportion 
of single parent families, one income families and families on welfare or pension benefits.  At 
the time of the school visit the community was still recovering from the floods. The principal 
said it had affected the mood of parents and that is had been a difficult start to the year as the 
prep rooms had been flooded (Personal Interview, principal, school 4, 2013).  The school has 
a new school hall, due to federal funding, and was being used for many new arts events and 
celebrations.  The principal said that her school needed a project like Yonder more than ever. 
(Personal interview, principal, school 4, 2013). 
School 5: Forty minutes outside of the regional centre this small two teacher school has a 
population of 46 students. The school flags that the school’s population is low socio-
economic with many families attracted to the cheap rental houses in the area and some living 
in humpies (temporary shelters). A close community, the principal slept at the school during 
the floods of (2013) in order to provide help if any families were evacuated.   At this school 
visit there was a breakfast club operating run by the chaplain. On arrival the children were 
quite vocal about what had happened to the program and some seemed upset that we had not 
been there recently. “Where have you been?” (Observational notes, 2013).   
School 6: This is a school a block away from the beach with has a population of 168. The 
devastation of the local tornadoes and floods had taken a real toll on the school, which was 
still obvious during the researcher’s visit in June. Many families and two members of staff 
had rental homes that were beyond habitation. The principal seemed concerned and was 
praying that this was the end of the floods for her community which already faced many 
challenges. Many families are seasonal workers or in the mining industry both of which had 
experienced difficult years. Eleven percent of the enrolment is Aboriginal and only three 
percent are from ESL backgrounds. The school is very committed to drama having weekly 
classes for all children to support speech development and embodied learning, which they 
feel suits their high needs students (Personal interview, Principal, school 6, 2013). The 
principal is long standing and greets the children in the morning at the gate.  
5.3.2 Case Study Interviewees and Focus Groups 
Seven teachers, six principals, ten parents and 37 students, for a total of 60 participants, took 
part in interviews or focus groups for the research. The appendix contains the informed 
consent package and indicative question set that were sent to all participants prior to the visit. 
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In each school approximately six to seven students, 37 in total, took part in focus groups that 
lasted for up to 30 minutes. The focus groups started with the children drawing an image they 
recalled from the project.  A series of open-ended questions were then asked investigating 
what they remembered from the project, changes in attitudes and future goals.  
The focus groups for the students took place in classrooms, outside in the playground in a 
quiet area near the tennis court (a rural school) and a meeting room in the school 
administration for one. They were semi-structured and the children were encouraged to ask 
questions and to contribute any thoughts they had as we progressed.  They generally lasted 
around 30 minutes. Towards the end all the students asked about the artists they had worked 
with on the project and if they could do it again.  
The interviews for the teachers (N = 7), school principals (N = 6) and parents (N = 
10) included open-ended questions (please see the appendix for indicative question set) 
exploring the impacts of the project after its conclusion. The interviews were asked if they 
could identify any impacts remaining for the students and their schools. The length of the 
interviews varied as they were semi-structured and participants were encouraged to 
contribute concerns or questions as we went along. The interviews for the principals occurred 
in their offices and for the teachers in classrooms. The interviews for all the teachers were 
also 30 – 40 minutes in length.  All participants were asked if they had any questions for the 
researcher at the end of each interview.  
The interviews for six of the principals were 30-40 minutes long; one interview in Logan was 
a phone interview due to time restrictions for the principal and was around fifteen minutes. 
The particular focus for principals was on overall take up of arts activities in their school, 
partnerships and the effects on teachers and students. They all used mostly similar questions 
to explore their understandings of the impact on their teaching practice in the classroom, their 
observations about the students and understandings of the impact the parents and 
carers. The responses from parent interviews solicited extended responses in six cases and in 
one case the interviewee responded with ‘yes’ and ‘no’.  
5.4 Approach to the Analysis of Data  
The contextual review outlined four key impacts detected in low socio-economic schools, 
both nationally and internationally, after an arts intervention. The analysis has employed 
these four impacts to frame the data. These four criteria were employed as they are a 
summary of impacts detected, however, these lead criteria are not nuanced enough to employ 
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for the analysis. Thus, further statements were found that unpacked the criteria in more detail. 
It is this nuanced criteria, or sub-criteria, that will be used for the purpose of analysis.  For the 
purposes of identifying the source of the sub-criteria the key sources from the contextual 
review will be identified. 
The framework emerging from the contextual review that will be used as the lenses for 
analysis is: 
1. Improved engagement of parents /families in school life   
This is characterised by:   
• Increased attendance at school events and celebrations (see Stevenson & Deasy, 2005; 
Stafford & O’Sullivan, 2007).  
• An identified engagement in their student’s learning and educational 
improvement (see Thompson, Hall, Jones& Sefton-Green, 2012; Stafford & 
O’Sullivan, 2007).  
• An extension of art activities outside the school in the family’s life (see Thompson, 
Hall, Jones, Sefton- Green, 2012, Stafford & O’Sullivan, 2007).  
• Parents advocating further art activities in the school (see Stevenson & Deasy, 2005, 
Stafford & O’ Sullivan, 2007). 
• Renewed confidence in their own abilities in art making and in the cultural life of 
their community (Stafford &O’Sullivan 2007). 
2 Social-emotional development and improved team-building skills for students   
This is characterised by:   
• Increased self-confidence and self-esteem (see Sharpe et al, 2012, Catterall & 
Dumais& Hampden-Thompson, 2012, Caldwell& Vaughan, 2012). 
• An improved ability to self-regulate and reflect on behaviour (see Caldwell, Harris 
&Vaughan, 2011, Aprill et al, 2001). 
• A shifted attitude to future-planning; including greater ambition (see Catterall, 
Dumais, Hampden-Thompson, 2012). 
• An improved ability to work in a team and achieve a collective goal (see Bryce et al 
2004, Caldwell, Harris & Vaughan, 2011). 
3 An increased awareness of the value of arts education by teachers and principals and 
the schools overall  
This is characterised by:  
• A pedagogy in classrooms used by generalised teachers that reflects the benefits of 
arts pedagogy, especially in relation to the links between literacy and the arts (see 
Scripp et al, 2007 and Burnaford, & Scripp, 2013). 
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• The inclusion of ‘the arts’ in school culture, policies and practices (Sharpe et al, 2012, 
and Burnaford, & Scripp, 2013).  
• An increased use of the benefits of arts and cultural partners (see Creative 
Partnerships: This Much We Know, 2012). 
• Ongoing interest and commitment to professional development in art pedagogy (see 
Burnaford, & Scripp, 2013). 
• Shifted attitudes towards the abilities of marginalised students from teachers and 
principals after observing them in arts experiences (see Thompson et al, 2012 & 
Hunter et al, 2005). 
4. Improved student engagement in learning and attendance  
       This is characterised by: 
• Motivation to learn is stronger and more confident; less anti-school attitudes ( see 
Catterall et al 2005,  Galton, 2008, Caldwell & Vaughan,2012) 
• Transference in motivation and diligence in other subject areas (see Catterall, 2005, 
Galton, 2008). 
• Students are willing to be risk-takers, ask questions and generate their own projects 
(see Arts Corps Report 2013 and Sharpe et al, 2012). 
• Attendance at school has improved (see Burnaford & Scripp, 2013, Catterall & 
Dumais & Hampden-Thompson 2012). 
The analysis of the data sought to detect if there was evidence of impact from the project, 
under the criteria and sub-criteria above.  
The data employed a hand-coding system to detect threads and commonalities based on the 
criteria outlined, running through the focus groups and the interviews. A colour system 
marked feedback that related to a particular impact or outcome.  Responses were recorded 
under the appropriate criteria once this was completed. 
This next section will present the data using this framework; the criteria and the sub-criteria 
to assess the level and degree of impact.  
5.4.1. Improved engagement of parents /families in school life  
To commence, this analysis will focus on the impacts for the parents who participated in the 
project. Three of the sub-criteria are closely linked: the parents’ relationship with the school 
through attendance and advocacy and their engagement with their child’s learning.  The 
family members interviewed were all parents except for one step-dad, which is not entirely 
representative of the project as family members can include grandparents and foster carers. 
To help unpack these sub-criteria, the observations of the principals and teachers are 
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included. All ten parents interviewed affirmed that their attendance at school events has 
increased, and all principals confirmed that they had observed increased attendance at events 
and celebrations after the Yonder project.  
We have been going to lots more things, when there are openings and 
performances at the school since we were involved in Yonder and we attend. The 
kids just love it, us going to more things. (Focus Group, Parent, School 4, 3 June 
2013).\  
I have started to go to a lot more things, now that I am used to it after Yonder. 
(Focus Group, Parent, School 2, 3 June 2013) 
That was one of the most successful aspects for me – we very quickly observed 
that the parents loved watching their children in the arts after Yonder, either 
dancing, exhibitions or performances of another sort… with the performing arts 
the interest is so high now we have had to move to the Logan Entertainment 
Centre so that we can fit everyone in. (Phone interview, Principal, School 2, 12 
June, 2013) 
The data demonstrates that an arts invitation is a successful way to increase attendance for 
parents at school events. This correlates with findings from Stevenson & Deasy, 2005; 
Stafford & O’Sullivan, 2007. For communities who may have negative associations with the 
schools, as is often the case with low socio-economic communities, the arts provide a non-
competitive environment for the audience as well as the artists. However, the data reveals 
reduced affirmation for the other sub-criteria. Only five of the ten parents interviewed 
commented on an identified engagement in their child’s learning and educational 
improvement. The rural communities were particularly affirmative in these criteria.  
We felt after Yonder we were more involved with the kids, we got more involved, 
we did more with our kids, it provided closeness which was nice and normal like 
when it stopped we felt, what do we do now? Before they went to school came 
home and that was it. It gave us a chance to do things as a family, the kids look 
forward to it every week and we try to help more. (Focus Group, Parent, School 
4, 3 June, 2013) 
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The chance to go the gallery twice a month is really important to me now and I 
love being with my children and dancing (laughs) and helping them to do their 
work. (Focus Group, Parent, School 2, 8 June, 2013)  
Three teachers and one principal also commented on the engagement between the parents and 
their child’s learning.  
Definitely, at the time it brought lots of parents we didn’t know in and it opened 
their eyes to what their kids can do. You could see them thinking how different it 
was, but how it had a quite different effect for their children. It opened their 
children’s eyes to the creative world and I think quite a lot of them made the link. 
(Personal Interview, Teacher, School 2, and 8 June, 2013) 
Hence, the data does not dispute the research about parents’ becoming more engaged in their 
child’s learning and educational improvement, but it does show reluctance for some parents 
to identify it and describe it. All the parents in the phone interviews were less enthusiastic 
about this impact, but all the parents who were interviewed face-to-face were very strong 
about it (except one) and this is also demonstrated in their eagerness to advocate a school 
level for more activities. This fifty per cent of responses from the parents represents a slight 
movement away from the research in the by Stevenson & Deasy (2004) and Stafford & 
O’Sullivan (2007) and reported on in the contextual review about parents’ engagement with 
their children’s learning after an arts project. 
Similarly, there was a fifty per cent response to the question about parents advocating at the 
school for arts activities. The parents in the face-to-face interviews were quite strong about 
this and the parents on the phone were negative about this, though liking the activities, were 
negative about it and were not advocating at a school level. 
Definitely we are going to all the P and C meetings because there are things we 
really want to see continue, especially in the arts.  I think we may be driving the 
principal mad. (Focus Groups, Parent, School 6, 4 June, 2013) 
Not really, the kids loved it, but I don’t go up there much. (Phone interview, 
Parent, School 3, 11 June, 2013) 
It can be inferred from this data that the parents who had especially hooked into the Yonder 
program, particularly those in the rural areas, had become advocates for the arts, and this is 
evident even in their willingness to be interviewed. However, this data also demonstrates that 
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many parents had little interest in advocating for the arts which disputes the findings of 
studies in Stevenson & Deasy, 2005; Stafford & O’Sullivan, 2007. 
But what about the parent’s personal uptake of the arts after the project, did it improve? This 
too was mixed, as the six face-to-face interviewees felt very strongly about increasing art 
activities for the children but the phone interviews were not as supportive of this impact. Two 
phone interviewees referred to increased arts activities, but two were not interested. Thus, 
eight out of ten were still endeavouring to increase family arts activities.  
On a personal note, four of the five face-to-face interviewees were also keen to do arts 
activities on their own, and suggested projects. Of the other six, two talked about dancing (a 
cultural pursuit) and four were shy and non-committal about their artistry.  
Well, we went to the gallery for the party and I like it there a lot and I now take 
my three year old. There are things to do and stuff on the holidays. (Personal 
Interview, Parent, School 2, 8 June, 2013) 
Yes, we have the kids, like going in and it reminds them of the performance, 
because they do not get much exposure to the arts out here. It is great for them to 
go in, they like the building it’s good to go. They do not get the exposure 
otherwise. (Focus Group, Parent, School 6, 4 June, 2013)   
I am doing a reef tapestry. It is just a scene of a reef. I got it out of the TV and I 
am making a Life box/note book after the tornado to tell little stories. (Focus 
Group, Parent, School 6, and 4 June 2013) 
I would like to do other cultures like Chinese in visual art. They have beautiful art 
and the indigenous culture, and maybe we could do some of our art with their art, 
and like, combine it. What can we learn from them? (Focus Group, Parent, 
School 4, 3 June, 2013)  
This data reveals that the enjoyment of the arts is important to half of the parents in the 
interview set, as they become advocates for the arts, increase their attendance at arts events at 
the school, do artistic pursuits themselves and take their children to art activities outside of 
school. It can be inferred that this half have become committed to the power of the arts for 
themselves and their children and this is still evident twelve months after the project. Why 
these particular parents were so deeply engaged is complex and relates to their employment at 
the time, and prior dispositions, but this was not investigated deeply in this research. The 
69 
 
 
 
 
converts support the research in the contextual review, but the responses from other parents 
suggest some challenges in engaging the parents on multiple levels, that is advocacy and 
increased activities for themselves and their children. They were not negative about the arts 
and were happy to attend events at school, but they were not motivated to do more. Thus, 
overall the response in the data has a muted correlation with the research, suggesting 
engagement in arts activities improves parents’ identification with their children’s learning 
and increases parents advocating for further arts activities in schools, as outlined by 
Stevenson & Deasy, 2005; Stafford & O’Sullivan, 2007. 
To summarise for this criteria, the result that is conclusive and which correlates with the 
research found in the contextual review is that invitations to the Yonder performances proved 
to be successful in increasing the attendance of parents at events and celebrations in the 
schools involved. Post the Yonder project, the parents were still attending in increased 
numbers at events and in some schools attendance was continuing to increase especially at 
arts events. This data can be extended to say that this impact is common for arts interventions 
in low socio-economic communities and the arts invitation is a successful hook in gathering 
parents into school life.  
 
5. 5 Social-emotional development: self-confidence, self-esteem and future 
planning 
This section will address the two sub-criteria above, increased self-confidence and self-
esteem and shifted attitude to future planning, including greater ambition, in relation to the 
social-emotional development of the young people in the study. There is some overlap in the 
observations of the educators and the young people themselves as they link confidence and 
aspirations for the future, but to begin with the focus will be on the precursor to the 
ambitions: increased self-confidence.  
The three data sets supported the impact of increased self-confidence for students as an 
instrumental benefit of involvement in the project Yonder. All data sets are in agreement that 
the Yonder students still felt more confident, especially performing and speaking in 
public. The 37 Yonder students were all positive about these criteria, with only two neutral on 
the topic.  
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When students were asked what they remember about Yonder they frequently referred to their 
improved self-confidence. The following student responses capture, typically, how students 
felt about the experience:  
I can remember it because it was the Yonder thing that brought about my 
confidence. (Focus group, Year 7 student, School 2, 8 June, 2013)   
Some of us were not that confident before the event and after seeing the people 
happy it wanted to make me do it again. (Focus, Group, Year 7 student, School 2, 
8 June, 2013)  
I was just more confident from then – I knew I could do things. (Focus Group, 
Year 4 student, School 3, 3 June 2013)   
The data demonstrates that the students believe that their participation in the project 
increased, developed or brought about their self-confidence. This correlates with student 
responses gathered from similar research by Catterall, Dumais & Hampden-Thompson 
(2012) Caldwell& Vaughan, (2012) as summarised in the contextual review where students 
in low socio-economic communities found an affirming experience boosting their self-
confidence and self-esteem when given the opportunity to engage in arts projects with a 
culminating event. 
In the data, this improvement in self-esteem included constant references to their confidence 
to speak in public, 29 of the students agreed that they were more confident when speaking in 
public and two to three in each group could talk about it specifically.  
I didn’t like speaking in class before Yonder, but now I don’t care. (Focus Group, 
Year 7 student, School 1, 8 June, 2013)     
I always do the welcome to country at our school now, I didn’t before. (Focus 
Group, Year 4 student, School 3, 11 June 2013) 
It can be inferred from the data that students understand that their confidence in public 
speaking started while participating in the Yonder project. The research reports from 
Burnaford and Scripp (2012) and Sharpe et al (2012) also show that students felt particularly 
more confident in speaking in public. Engagement in performing arts/drama experiences has 
been found to improve oral skills in other international research McCarthy et al (2004) and 
Deasy (Ed.) (2002). 
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The observations of teachers, principals and parents about the self-esteem of the students 
contributed to the understanding about these criteria. All principals (6), teachers (7) and 
parents (10) voiced the opinion that the Yonder project increased the overall confidence of the 
students. When asked about impacts of the project for the students, the principals, teachers 
and parents always described the increased feelings of self-worth for their students and their 
confidence to take more risks. Below is a sample of comments from principals and teachers 
that support the increase in self-esteem:  
It has actually been quite a while since the students did Yonder, but within the 
whole school they are recognisably a more confident bunch. It made them feel 
they could do things and were part of a special team. (Personal Interview, 
Principal – School 4, 4 June 2013)   
In our school we are often just trying to get students to do the usual traditional 
academic skills, but Yonder provided a door way to another way of learning, 
which suits some of them better than sitting behind desks. Some of them learn 
better by being up and physical and it gave them confidence to participate in other 
areas when they felt good about how they were doing.  It is so important for our 
kids to have moments of success and happiness at school. (Personal Interview, 
Teacher, School 6, 5 June, 2013)  
The Year 7 students who did Yonder are just different. I mean its sounds like a 
big call but maybe the intensity of the experience actually helped to turn kids? 
Usually we have a lot of problems with the Year 7s and there is still a lot of 
transiency, but all the Year 7s who are school leaders this year did Yonder. They 
have a confidence and ambition that many in the past have not had. (Personal 
Interview, Teacher, School 2, 8 June, 2013) 
For some of our most struggling students this project really created something 
different for them because they were engaged in another way. If I think 
about (Student name) just came out of her shell and really showed that she is a 
creative little girl… the playful nature made her comfortable and she just did 
things that I was blown away with. (Personal Interview, Teacher, School 6, 4 
June, 2013) 
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The data demonstrates that the principals and teachers in low socio-economic schools found 
that this experience boosted the self-confidence of their students. This data can also be 
extended to include the idea that oral skills are specifically boosted by this type of 
intervention for students. Similar studies in Australia (Bryce et al, 2004) and internationally 
Burnaford & Scripp (2012) have reported teachers and principals have used drama to support 
the development of oracy skills.  
The analysis will now move to the parents, where support was also strong. All parents 
claimed that the confidence of their child had increased as a result of participation in the 
project.  Five parents also made observations about the group as a whole. 
(Student name) in particular is just more confident and excited about everything. 
She wants to be an artist (Focus Group, Parent, School 4, 3 June, 2013). 
It breaks the cycle for those kids who are not overly academic or struggling, it is a 
real circuit breaker (Student name) is not overly good at sport either so he is 
always keen to have a go, but he does not win the race or get top of the class, but 
he got to participate in everything. Everyone had something specific to do and he 
actually could do it the way it was designed. He was more okay with himself after 
the project and it carries onto other things (Focus Group, Parent, School 6, 4 June 
2013).  
The kids who got the most out if it are the ones who aren’t good across the board, 
and the changes have been phenomenal. I think of (Student name) she now gets 
up in front of the audience and speaks to everyone (Focus Group, Parent, School 
6, 4 June 2013).  
The data demonstrates that parents in low socio-economic communities believed that this 
experience boosted their child’s self-confidence and ability to communicate in public. This 
impact could be extended to like programs to say all arts intervention programs that have a 
parental involvement have a significant impact on a child’s self-esteem. Studies in the United 
States and Great Britain support this finding that the inclusion of parents is an important 
contributing factor to the boosting of the children’s self-confidence (Deasy & Stevenson 
2005; Galton 2008).  
However, does this increased self-confidence lead to shifted attitudes to future-planning; 
including greater ambition for the students in the project? In two schools, the teachers and the 
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principals spoke about this clearly, and in one other school the teacher and principal detected 
some further ambitions by the students. These schools were all in the edge city area. It also 
needs to be noted the students with increased ambition were the oldest in the participant 
group, all now in Year 7. They were also the two schools who had had the greatest length of 
time from the project. Educators in the two schools that detected increased ambition for their 
students described it in these ways: 
They are just more confident and more ambitious, they do not necessarily want to 
be artists but they are aiming high, lawyers etc. (Personal interview, Teacher, 
School 2, 8 June 2013)  
It showed another life, another option in their lives, which is great for them. If 
you think of (Student name), he is now considering being an artist, he wouldn’t 
have before. (Personal interview, Teacher, School 3, 11 June 2013)  
This data suggests that the project may have had some impact on the noted ambitions and 
aims of the Year 7s. But the result is inconclusive for the other year levels and for the other 
three regional schools who were not clear on these criteria and did not mention the word 
ambition without prompting.  
Not sure about that, certainly more confident but I can’t comment on any 
improved ambitions. (Personal interview, Principal, School 5, 4 June 2013)  
Arts projects for students have been proven to broaden horizons and increase  ambitions for 
the young people (Catterall et al, 2012 ) but, generally speaking, the data here only partially 
supports this finding, and then only for the older students. 
These data patterns are in line with national and international research outlined in the 
contextual review chapter that conclude that the arts can have a significant impact on the self-
esteem of young people. The project did not however reveal a strong correlation with 
increased future planning and ambitions except, for the students who were now in Year 
Seven.  
Now we will turn our attention to the impact of team-building for students in the project.  
5.5.1 Social and personal development: Learning team-building skills 
The data reveals that the sub-criteria; the ability to self-regulate and reflect on behaviour and 
the ability to work in a team and support a collective goal, can be linked for the purposes of 
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analysis. In reference to team skills, teachers and principals often talked about the self-
regulation of children as they learnt to work in a group situation.  
Teachers, principals and students in the data referred to the improved awareness and ability 
of children for working in teams. All teachers (7) and principals (6) believed it built the 
capacity of children to work co-operatively in teams and this was still evident. Over half the 
students themselves commented on it and could articulate what it meant, particularly the 
older students. The younger ones were mostly in agreement but did not define what it might 
mean to work better in a team. The parents did not seem to comment as much about team 
work, as one commented it was harder for them to detect this impact. Overall, the 
observations about team-building twelve months after the project were positive.  
Student comments referred to less fighting, taking turns and not telling others what to do as 
they defined their improved team skills: 
We didn’t fight as much as when we were at QPAC, we wanted it to be good. 
(Focus Group, Student, School 1, June 8 2013)  
I got to know other kids and so we got on better. I didn’t know many of the others 
really but after Yonder I think we knew each other better and we could kind of 
work together better. (Focus group, Student, School 2, 8 June 2013)   
The data from the students indicates that they believed their team skills had improved. Their 
comments about reduced conflict are in line with other research findings discussed in the 
contextual review (See Sharpe et al, 2012 and Caldwell and Vaughan, 2012). 
The teachers were the data group that strongly supported the improvement of team skills.  All 
seven spoke about the collective effort being really important for stressed children and 
children with behavioural problems and how this intervention gave them a reason to work 
together and control behaviour. Thus, improved self-regulation of individuals was directly 
linked to the improved team-building of the class.  
For my students the importance of getting it right to do at the Moncrieff for their 
families was a motivating factor. They just behaved better and then they saw and 
felt how good it was. Their team skills have been much better since that event. 
(Personal Interview, Teacher, School 4, 3 June 2013) 
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It was great for building team skills as they all wanted to do well. They liked it 
and it was interesting as they knew if they did it right it would look better. For the 
badly behaved this was quite a challenge but they started to get it, do not let the 
side down. Some needed back up but on the day they didn’t want to mess up. 
(Personal interview, Teacher, School 5, 4 June 2013)  
All principals acknowledged the improvement in team skills and the lasting impact.   
That group have had a feeling of success and so they will wait in line as they 
know the dance will work better… They will try as a group, now that’s important 
they know they can work together. (Personal interview, Principal, School 4, 3 
June 2013)    
It is like they worked out that it feels good to be together and work harmoniously, 
the intensity of the experience really let them feel the power of being part of a 
team. Those little Year 2s are still doing well as a result of this, except of course 
for the extreme cases like R. (Personal interview, Principal, School 6, 5 June 
2013)  
The data demonstrates that principals and teachers observed that the participation and 
collective effort necessary in a drama performance helped to build and improve the team 
skills of their classes. This is connected to the research found in the contextual review by 
Sharpe et al (2012) and Caldwell and Vaughan (2011). 
Parents, when asked about the team skills of the class, were positive, but were not as 
conclusive. The answers tended to focus on self-confidence of the individuals in the class, or 
their own child. For example:  
They are a great class and I know that (Student name) has really blossomed since 
then. (Focus Group, Parent, School 2, 8 June 2013) 
Thus, while the parents were unable to make detailed comments on the team skills, the 
overwhelming observations of the parents, principals and teachers indicate improved team 
skills for the participating students. This data demonstrates that principals and teachers link 
the participation of students from low socio-economic communities in an arts education 
project to the successful building of team skills. In addition, the data indicates that teachers 
and principals found that the improved team skills were often the result of increased self-
awareness and the ability to self-regulate while working in artistic ways of learning. 
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This data is in line with similar national and international studies as noted in the contextual 
review chapter that argue that arts experiences offer a different domain for students to work 
together in and allow them to learn self-regulation and control to support the collective effort 
see Sharpe et al (2012) and Caldwell and Vaughan (2011). The data also suggests that this 
effect has survived after the completion of the project and has spilled into other areas of 
school life.    
5.5.2. An increased awareness of the value of arts education for teachers and principals 
and the schools overall:  
The above criteria are characterised by two sets of sub-criteria that can overlap; for the 
teachers in terms of pedagogy, professional development and attitudes to marginalised 
students and on the macro perspective, for the principals, to the policies within the school that 
guide the arts and the external partnerships developed and maintained from the project. This 
analysis will now look at, firstly; what impacts occurred for the teachers in the classrooms 
secondly, and what professional development is still occurring for the educators. 
All teachers reported to varying degrees the increase in the use of drama pedagogy in their 
classroom curriculum as an art form itself to support language and literacy goals. They 
particularly commented on the use of story dramas as an effective way to support literacy in 
the classrooms.  
Well, I will try and include many of the activities we did in the project. I will give 
things a go. I am more willing to give things a go as I can see the value of the arts 
more.  They are used to doing more imaginative things now, like if I am 
pretending to hold a bird in my hand, they are likely to go with it. (Personal 
Interview, Teacher, School 5, June 5, 2013)  
Across the board there is awareness that drama is a useful tool to get the 
curriculum across, especially in English and History. (Personal Interview, 
Teacher, School 6, June 4, 2013)   
Well, you know the William Gordon drama; I have just adapted that to bring out 
more drama. I also feel I am more ready for the Australian Curriculum. I am 
ready for the Arts one to be rolled out. (Personal Interview, Teacher, School 5, 
June 4 201)  
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This data shows that the teachers were keen adapters of the drama skills and pedagogy that 
was demonstrated in the Yonder project in the classroom context and have utilised the 
resources in other areas and for different themes. The teachers, after observing story dramas 
and drama skills, increased this form of education in their classrooms. Overall, they comment 
about the success their students found while working in this way and how as a result they 
were motivated to include arts education generally and drama in particular into their daily 
planning. This impact is a key finding in the research of Bryce et al (2004) and Thompson et 
al (2012) where an increase in arts education pedagogy is found in the classroom after an arts 
project, as it provides additional skills for the generalised teacher. However, there was one 
note of caution worth noting. The pressures of C2C (Education Queensland’s suite of 
resources that contain a unit of work for each semester in subject areas) was a new ingredient 
in their curriculum planning and some schools instructed their teachers to use in detail. Two 
teachers mentioned it, and one in particular noted its effect on the reduction of arts pedagogy 
in her classroom.  
For the first 12 months I definitely did more story dramas in each unit. But then 
with the pressure of C2C I have found it hard, and after the floods we have had 
limited time and everything has been pressurised. (Personal interview, Teacher, 
School 4, 3 June 2013)  
The teachers all referred to their observations of the ability of a marginalised student or high 
needs student to engage with and to demonstrate success in, arts workshops or performances.  
High needs here can refer to behaviour problems or learning disabilities. The teachers were 
often highly specific in these criteria and eloquent about their observations.  
Seeing (Student name) who is intellectually disabled try the new reporter role was 
an eye opener. He spoke quite a lot, which is amazing for him. So I think it was 
seeing all of them achieve in different ways. (Personal interview, Teacher, School 
2, 8 June, 2013)   
Some students just flourished. I know that (Student name), for example did things 
I was surprised at, used vocabulary I would not have thought possible of her. 
(Personal Interview, Teacher, School 4, 3 June 2013)   
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For one of your youngest boys, who is very withdrawn, this project was very 
important. I was surprised and touched at how absorbed he was and he really tried 
to do things. (Personal interview, Teacher, School 5, 4 June 2013)  
This data demonstrates that the teachers reflected and changed their attitudes to marginalised 
or high needs students as they watched their participation in an arts education program.  It 
can be inferred that the chance for teachers to observe their students in different learning 
domains provided uninterrupted time for the teachers to reassess students and the learning 
styles that best suited their needs. This impact is a related to a similar finding in research 
undertaken by Hunter (Ed.) (2005). In the article by Tait he records how teachers observed 
their children operating and behaving in the classroom in positive and different ways during 
arts experiences.   
The overall commitment and need for further professional development was very apparent in 
the responses of the teachers and the principals. All teachers commented on the need for 
ongoing professional development.  
My confidence as a practitioner has increased and I feel comfortable letting them 
make their own decisions and play in the drama way. I still think I need more PD 
but I see the value of it now. (Personal Interview, Teacher, School 2, 8 June, 
2012) 
It is interesting for me to try new things; we are starved of professional 
development here so the access to professional development is so important. 
(Personal Interview, Teacher, School 5, 4 June, 2013)  
The data demonstrates simply that the teachers are keen to access further professional 
development to continue building their arts practice and their use of it in the classroom. As 
generalised teachers they commented that they wanted to improve their skills for their 
students in arts pedagogy, as they saw it as an engaging activity that lead to further learning 
in many different ways. This connects with the findings for the Thompson et al (2012) 
research that found increased needs for teachers in professional development.  
5.5.3 Increased awareness of the value of arts education: overall school response  
The principals have the best perspective on the overall effects and the operationalization of 
policies and practices over the entire school. Two principals had overseen formal policies 
related to the arts and cultural philosophy and practices in their school, one was in the process 
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of formulating a school policy for the arts and three had informal arrangements and 
understandings in the schools’ community of teachers and principals. 
We have built a very big profile for the school in the arts and it does bring the 
students in and that is important in our communities, so we wrote up a policy or a 
mission statement that captured what we do each year. (Phone interview, 
Principal – School 2, 8 June 2013) 
Yes we do have an arts and cultural policy. The arts continue to build and we 
have many activities including our Harmony Day and other events that include 
our talented students. (Personal Interview, Principal, School 1, June 8 2013) 
We are waiting for the national curriculum, so we have an informal structure in 
our school and it reaches every level, every class. The drama and music teachers 
partner with classroom teachers so we can have lots of performances. (Personal 
interview, Principal, School 6, 5 June 2013)   
From this data you can interpret that the six principals interviewed have a commitment to 
ensuring the arts continue and are present in the life of their school. They also want the arts 
events to be profiled as part of the make-up of the school to the communities that they serve. 
This increased commitment to arts education in schools after an intense arts education project 
as detected for principals is evident in other research reports, such as Creative Partnerships 
Changing Young Lives (2009-2012). Thus, the evidence in the data supports other 
international evaluations that see principals in low socio-economic communities include 
formal and less formal strategies to increase the role of the arts in their schools. The data also 
demonstrates that principals realise that the arts are a particularly successful strategy in low 
socio- economic communities in terms of engaging parents and students. 
In reference to the increased use of the benefits of the arts and cultural partners by schools, 
the data tells two stories. The set of data from the regional principals is mostly in 
contradiction to this impact. Two comments were related directly to costs still being a 
problem, especially the buses, and one comment referred to the pressures of C2C reducing 
time in schools available for excursions and other outings. In the edge city area, however, the 
principals all refer to close ties with the key partner organisation, QPAC, and the other 
institutions that they have access to often close by, or because the partner is in Brisbane. 
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We are endeavouring to keep in touch with the art gallery but it is always about 
the cost. (Personal interview, Principal, School 6, 5 June 2013)   
We are a little more aware of the gallery, but money is always a problem. The 
buses for us are really problematic and expensive.  That’s why a program coming 
to us is fantastic. (Personal interview, Principal, School 5, 4 June 2013)  
We are working closer with The Song Room and as we are a Yonder school we 
got them twice. We definitely think of using the gallery more and certainly the 
kids think they are a part of QPAC. (Personal interview, Principal, School 3, 11 
June 2013)  
This data reveals a difference between take up and the increased use of cultural partners for 
the schools in the regional areas compared to edge city schools. The inference that can be 
drawn is that the regional schools still experience isolation from partners and battle to 
maintain the relationship without funding to support transport. The edge city schools, 
however, linking in with local institutions more, and seem better positioned to access their 
resources. This city/regional divide is a contradiction and divergent from findings reported in 
the contextual review. Creative Partnerships: Changing Young Lives (2012) both report the 
increased benefits for schools in close relationships with cultural partners.  The disadvantage 
for Australian regional schools caused by location and distance from city centres is often 
exacerbated by socio- economic disadvantage (Australian Longitudinal Study of Children, 
2013). This context is evident in the data for this characteristic and links the reduced impact 
directly to the demographic and postcode of the school. 
To summarise, the data links the role of the Yonder project to an increase in the valuing of 
arts education by principals and teachers, to the increased use of cultural partners, except in 
the regional areas and the requests by teachers for further professional development.  
5.5.4 Improved student engagement in learning and attendance  
This criterion is characterised by impacts that overlap and converge. For instance, there is a 
strong relationship between a stronger and more confident motivation to learn and the 
reduction of anti-schooling behaviour. This is often connected with transference in 
motivation and diligence in other subject areas by the teacher, the principals and the parents. 
All teachers (6) except one who was not teaching the Yonder class agreed that motivation was 
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stronger and that students were more positive about school. Principals (6) all had a comment 
that indicated they supported this impact in the schools.  
They are more open to expression, for example that group just wrote some poetry 
they only had to write one but they all wrote two and one child did five. So they 
are likely to be creative and try things and be confident about it as they are used 
to as a way of working. (Personal interview, Teacher, School 6, 4 June 2013)   
I do think it was a circuit breaker for some of them – it wasn’t in an environment 
where they were told they have to do it and get it right and write this sentence, so 
many of them felt they could do things. They were given boundaries but they 
could express themselves and do it their way. Some of the Yonder children are 
school leaders and very confident with the other children and the teachers. I feel 
they are more committed to their school. (Personal interview, Teacher, School 1, 
8 June 2013) 
The ones who have stayed are doing well in all sorts of ways. Just more 
committed to their work. (Personal interview, Teacher, School 2, 8 June 2013)  
All the children seemed to show evidence of a willing to have a go at things and 
to go further than what they would normally do. So yes I think their motivation 
has improved at school overall for the group. (Personal interview, Principal, 
School 5, 4 June 2013)   
This data indicates that teachers and principals are observing an increase in motivation at 
school from most of the students at this point in time. They do link this ‘kick start’, or 
renewal of motivation to the Yonder project and attribute the student’s improvement to the 
affirmation the children received during this time. Thompson et al (2012) report in the final 
evaluation for Creative Partnerships that children even those with the worst attitudes to 
school, improved their motivation for learning after an arts intervention. 
Some of the parents commented specifically on the style of the learning and how this 
impacted on their child’s motivation and attitudes to school. Four of the parents spoke at 
length about the style and tone of the workshops and how this supported their child’s learning 
style to be identified and extended. 
For (Student name) to get involved with the other kids in a different way was so 
important, she has had those delays at school but in this she was able to 
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participate with all the others as part of the group and not feel any different to be 
on the same level as well not being in that classroom all the time. It was so good 
for her confidence. In that environment she could put in the same ideas as 
everyone else and could put in the same. It helped her find ways to learn. 
(Personal interview, Parent School 6, 4 June 2013)   
It breaks the cycle for those kids who are not overly academic or struggling, it is a 
real circuit breaker. (Student name) is not overly good at sport either so he is 
always keen to have a go but he does not win the race or get top of the class, but 
he got to participate in everything. Everyone had something specific to do and he 
actually could do it the way it was designed. …He was more ok with himself after 
the project and it carries onto other thing. (Personal interview, Parent, School 6, 4 
June 2013) 
The data here demonstrates that the parents of special needs or struggling students recognised 
the value of an arts intervention for their child. The five parents were very strong and detailed 
in the positive change the arts experiences had for their child’s learning identity. While only 
five parents, that is half of the data set spoke about this, their intensity and strong belief in 
this warrants further investigations. The contextual review chapter for this research did not 
find any reports to correlate with this data. 
The focus will now turn to the improved risk-taking for the students in the study. Four 
principals and six teachers referred to risk-taking and openness as a part of this new 
confidence they identified for criterion 1. 
5.5.5 Improved student engagement in learning and attendance: the role of risk-taking 
and openness: 
It is interesting, but those students, and they are a varied mob, have all become 
more confident, they are more open to things and will take risks. (Personal 
interview Principal, School 4, 3 June 2013)   
I have found that the kids will give other arts stuff and other things like 
volunteering a go, they will take a risk and speak up. For our country kids that is 
great, even the two older boys will step up to the mark in assemblies. (Personal 
interview, Principal, School 5, and 4 June 2013)  
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It is great, the kids will just give more things a go they are not as withdrawn, as 
closed. (Personal interview, Teacher School 5, 4 June 2013)  
It can be inferred from this data that the principals and the teachers observed that their 
students were more willing to be participants generally and open to new experiences in their 
learning. The data captures the educators noticing their students trying new things and taking 
risks in art making, and also in other related learning areas. This willingness to give things a 
go has been detected in other studies and is particularly pertinent for children at risk and who 
are marginalised (see Bryce et al 2004). As Hunter (2005) points out in the Evaluation of 
School based Australian Education Programmes in Australia, low socio-economic students 
are very risk averse and thus, the success they may feel after the completion of an arts project 
helps to build their ability to take on new risks and to be open to new experiences (see 
Contextual Review chapter).  
There was a unanimous response from all the educators to improved attendance. All teachers 
and principals found it hard to conclusively comment on improved attendance.  
I am not sure we are a slightly bigger school now we are up to 45 students and 
attendance is not too bad, but I am not sure about Yonder affecting that 
attendance. (Personal interview, Principal, School 5, and 4 June 2013) 
I cannot really say about that I would need to check in detail, I do not think so, 
many issues interplay to mitigate the attendance records at our school. (Personal 
Interview, Principal, School 6, and 5 June 2013)  
While there was some evidence of improvement during the project, overall the data reflected 
that teachers and principals have not detected, or at least not recorded, any long-term 
improvement in attendance. This data stands in contradiction to international research and 
other Australian research that the attendance does improve in low socio-economic schools 
after arts programs or as a result of increased arts activities in a school (Fiske et al 1999, 
Sharpe et al 2009 and Caldwell and Vaughan 2012). It is pertinent, however, to note that 
strategies or methods for recording this impact were not required of the schools during the 
project.  
5.6 Extended Understanding 
An observation that was not found in this research’s review of the literature was the 
acknowledgment by parents, teachers and principals that an arts education intervention can be 
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a turning point for at-risk student or special needs student. Research attests in some reports to 
outcomes whereby a small but significant group of young people found an intervention to be 
a fresh start (Catterall and Sharpe et al.) But this data reveals a convergence of support for 
this finding from parents, children, teachers and principals. 
The expression ‘circuit breaker’, originally used by a parent in the regional areas, was then 
integrated into the questions for all the adults.  A circuit breaker traditionally is used to detect 
a fault condition and interrupt current flow, and the parent here was eloquently using the 
metaphor to capture the ability of the arts to alter the rhythm of her child’s learning and to 
prevent it from going into further decline. 
All teachers and principals, except for one school, and parents in the face-to-face interview 
agreed with this term, not for all students, but for a small group in their school who were 
facing many challenges. They saw evidence that twelve months after the event for some 
particularly struggling students, the arts intervention was a ‘circuit breaker’, in that for a 
student with a negative self-concept and a general reluctance to participate there was a 
noticeable change brought about by the affirmations they received in the program, in 
conjunction with new ways of learning in an aesthetic mode.    
A total of five parents, six teachers and five principals described how the project was a 
‘circuit breaker’, in that it gave a low achieving student a chance to succeed and thus to 
perceive themselves in a new way.  
Look, for some of our most at-risk kids this was a really big chance to be and do 
something else. Yes, it was a circuit breaker for them and changed how they 
think. The arts have to be part of the solution for them. (Personal interview, 
Principal, school 3, 11 June 2013) 
 It breaks the cycle for those kids who are not overly academic or struggling, it is 
a real circuit breaker. (Student name) is not overly good at sport either so he is 
always keen to have a go but he does not win the race or get top of the class, but 
he got to participate in everything.  Everyone had something specific to do and he 
actually could do it the way it was designed… He was more okay with himself 
after the project and it carries onto other things. (Personal interview, Parent, 
School 6, 5 June 2013)   
85 
 
 
 
 
I do think it was a circuit breaker for some of them – it wasn’t in an environment 
where they were told they have to do it and get it right and write this sentence, so 
many of them felt they could do things. (Personal interview, Teacher, School 1, 8 
June, 2013)  
While they were not claiming this for all students in the program at all times, they were 
pointing out that for some of their most low-achieving students this was a significant 
experience that provided a catalyst for a change in their attitudes to themselves and their 
abilities. There was recognition from this group that the arts could provide a way back in to 
learning and school for some needy students. The parent group in this set were the strongest 
in this claim.   
5.7 Conclusion 
The data demonstrates that impacts from the project were still evident twelve months after the 
conclusion. Change had occurred for students, their parents, teachers and the schools overall. 
Students were still found to be more confident and engaged in their learning in an increased 
way. For all schools, there was an increase in the attendance of parents at arts events and 
some evidence for the increased role of parents in their child’s learning. Capacity had been 
built, particularly in the edge city schools, and arts experiences were embedded within the 
culture of the schools. However, there were some differences between regional and edge city 
schools. The next chapter will discuss the key findings and what they may imply for low 
socio-economic students in Australia. 
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CHAPTER 6: FINDINGS  
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6.1 Findings  
This chapter will return to the original question, summarise key findings and implications, 
suggest some new questions, examine some contradictions and suggest why and how the 
study might be extended. 
In 2013 the researcher returned to the sites of the Yonder Project to investigate whether the 
impacts reported on by the internal research and the formal research by Gattenhof (2012) had 
remained.  The research posited four common impacts of programs in low socio-economic 
communities as the new framework for research so as to approach the site with a fresh lens.  
Thus, can arts–based participative projects in low socio-economic primary schools have 
long-term impacts, develop attitudinal change and build capacity for ongoing arts 
engagement?   
Overall, the data reveals evidence that the project did have a long-term impact. Children, 
parents, teachers and principals believed the project had brought about greater self-
confidence, team building skills, openness to risk-taking and transference of motivation to 
other areas of school life for the students. While not all parents had increased their arts 
activities or advocating at the school level, they were more likely to do arts activities with 
their children and attend art events at schools. For teachers and principals there was an 
ongoing commitment to arts activities and celebrations in their schools and to arts education 
professional development.  Thus, the change in attitudes had built capacity and increased 
opportunities for arts engagement.  
The limitations in this study are that the findings can only be described as having a 
correlation. This is clearly not a longitudinal study and causality cannot be proved. However, 
the findings do add to the broader picture of what the role of arts education could be for 
schools in low socio-economic communities in Australia.  
Three particular findings stand out and correlate with other major reports. For students, these 
findings support the theory (Hunter, 2005) that the arts allow at-risk students to engage in 
learning that does not require a right or wrong answer, thus promoting participation, which 
starts to build confidence. For the parents and families, these findings support the research by 
Stafford and O’Sullivan ( 2007) and Aprill et al ( 2003) that an arts event, as an invitation 
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back into school life, is likely to be highly successful for parents in disadvantaged 
communities. Lastly, for the teachers and principals, access to an arts education 
interventionist program for their disadvantaged students allows them to observe their students 
in a new light and builds their commitment to the value of arts in supporting learning 
outcomes, particularly in literacy areas.   
6.1.1 Attendance at school   
There was no evidence statistically, or even anecdotally, that attendance at school increased 
due to the project.  There was a slight reference to improvement throughout the project, but 
the principals could not confirm this impact. This was mainly attributed to the lack of, or 
focused, recording in measuring attendance in relation to the program. 
6.1.2 Regional Concerns 
The other contradiction was the concern that regional principals and teachers expressed about 
their continued ability to access arts activities outside of the school and, for some, inside the 
school, due to their regional situation. Maintaining partnerships with cultural institutions for 
the regional schools appeared to be difficult. For students in disadvantaged schools in 
regional areas, access to arts resources and artists could be too hard to maintain because of 
the money needed for buses, due to their location.  
This signals that the very children who could most benefit from arts education may continue 
to miss out on access to resources, especially in light of the recent national curriculum review 
(October 2014). This finding implies that students who have the most to gain from the arts, 
particularly those in regional areas, will continue to be inequitably treated in their access to 
arts education.  
6.1.3 The role of the ‘circuit breaker’ 
A finding that emerged from the study and which has not been found in other similar studies 
is that parents, teachers and principals confirmed that for a small but significant number of 
their children the event was a ‘circuit breaker’, particularly for the special needs student. 
Catterall refers in Critical Links to the concept of transference of motivation, that, after an 
arts project, at-risk students or those who are not achieving at school have a new or revived 
attitude to school life. Previous research has made claims to this possibility; however, this 
project has found evidence that parents, teachers and principals confirm this for some of their 
students twelve months after the event. Thus, there appears to be a triangulation of data here, 
in that three sets of data groups – parents, teachers and principals – observed this impact.  
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The expression ‘circuit breaker’, originally used by a parent in the regional areas, was 
integrated into the questions for all the adults.  Except for one school, all teachers, principals 
and parents in the face-to-face interviews agreed with this term, not for all students, but for a 
small and important group in their school who were facing many challenges.  For some, this 
led to interesting suggestions for future projects. 
I would like to see a program which was targeted at the most at risk at our school. 
A special intervention for the neediest in a very lower socio-economic school and 
really push the boundaries. I want to expose them to beauty and get them out of 
their world. (Personal interview, Principal, school 3, 11 June, 2013)  
The term came to symbolise an effect of arts education that the participants recognised, as 
they suggested creating new highly targeted projects for the most special needs students, in 
the most disadvantaged communities.    
This finding, of the term or expression ‘circuit breaker’ to describe a student’s changed 
attitude to learning and their abilities, which emerged in this study, could be a useful term to 
describe the impact of arts education programs. It can be used as a shorthand term for artists 
and teachers, but also by the non-arts lay person, to describe the effects of an arts program, as 
it is not specific to a discipline. 
6.2 Conclusion 
This research was concerned with the long-term impacts of an arts education intervention and 
the nature of these impacts for low-socio economic students. The findings gathered through 
data from students, parents, teachers and parents correlates with global and Australian 
findings that the arts can contribute in positive ways to improving the learning motivation and 
wellbeing of young people.  Catterall’s & Dumais’s & Hampden-Thompson’s study The Arts 
and Achievement in At-Risk Youth: Findings from Four Longitudinal Databases (2012) 
strongly supports the research finding that students involved in arts education improve in 
civic behaviour, social and emotional development, and motivation at school. The 
educational journeys of the parents and their reconnection with their child through arts 
participation reported in the Creative Partnership report Their learning becomes your 
journey: Parents respond to children’s work in creative partnership (2007) is supported by 
this research, which found that the parents in these disadvantaged  areas did not feel 
threatened by the arts invitation and that for some it became a gateway back into art creation, 
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evidenced by the regional parents who are now exhibiting in the local gallery after Yonder 
workshops.  
Of equal significance is the finding that for students who can be described as special needs or 
struggling, the arts can be an opportunity for a renewal or a reconnection at school. The 
Creative Partnership report Changing Young Lives (2012) and Catterall’s Transference of 
Learning (2002) discusses the electric effect that art engagement can have for children who 
have lost motivation and confidence. The new development in this research was that the 
parents, teachers and principals observed this change and commented on its significance. 
Nearly all key participants attested to the benefits for this particular group of young people. It 
can be inferred from these findings that our most struggling of students may have the most to 
gain from similar types of interventions. 
Further research into which programs would help in the development of aspirational and high 
expectations for young people would be useful. While some of the students displayed this 
outcome, it was not a strong finding. Poverty of expectations is a problem for young people 
in disadvantaged communities, and exploring how to boost this personal quality could prove 
beneficial.  
In the future, this researcher would like to set up an arts participation project for parents and 
their children in a low socio-economic school setting for the most at risk, and explore its 
efficacy. In light of the findings from the Productivity Commission: Overcoming Indigenous 
Disadvantage (2014), which reports that there appears to be no improvement in literacy or 
numeracy despite new funding, there appears to be a need to experiment with alternative 
learning and engagement models for our young Australians.   
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APPENDIX  
Ethical Forms  
 
 
CONSENT FORM FOR PARENTS AND CARERS FOR QUT 
RESEARCH PROJECT 
Focus group 
The Yonder Project: What Remains? 
QUT Ethics Approval Number 1300000136 
RESEARCH TEAM  
Principal Researcher: Adrianne Jones – Master of Arts (Research) Student – QUT 
Associate Researcher: Associate Professor Sandra Gattenhof – Principal Supervisor – QUT  
CONSENT TO PARTICIPATE 
By signing below, I am indicating that: 
• I have read the Information Sheet and understand the aims, procedures, and risks of this 
project, as described to me in the information statement. 
• I have had the opportunity to ask questions about the study, and I am satisfied with the 
answers I received. 
• I understand that participation in the project is entirely voluntarily. 
• I understand I am free to withdraw my participation at any time, without affecting the 
relationship with the research team/organisation. 
• I understand that the results of this research may be published in Arts Education 
Journals and that the participants and the school will not be identified in publications 
resulting from the study. 
• I understand that I will be provided with access to a copy of the findings from this 
research upon its completion. 
• I understand publications will protect by privacy by the use of a different identity. 
• I am willing to be involved in the research project, as described. 
• This research is approved by Education Queensland. 
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Name:  
Signature:  
 
 
 
CONSENT FORM FOR PARENTS/CARERS WITH A 
PARTICIPATING CHILD FOR QUT RESEARCH 
PROJECT 
Focus group 
The Yonder Project: What Remains? 
QUT Ethics Approval Number 1300000136 
RESEARCH TEAM  
Principal Researcher: Adrianne Jones – Master of Arts (Research) Student –QUT 
Associate Researcher: Associate Professor Sandra Gattenhof – Principal Supervisor – QUT  
STATEMENT OF CONSENT FOR MY CHILD TO PARTICIPATE 
By signing below, I am indicating that: 
• I have read the Information Sheet and understand the aims, procedures, and risks of this 
project, as described to me in the information statement. 
• I have had the opportunity to ask questions about the study, and I am satisfied with the 
answers I received. 
• I am willing for my child to be involved in the research project, as described and have 
talked to them about the research. They have agreed to participate willingly.  
• I understand that participation in the project is entirely voluntarily. 
• I understand I am free to withdraw my child’s participation at any time, without 
affecting the relationship with the research team/organisation. 
• I understand my child will be asked to draw a picture that captures his/her memory of 
Yonder and that it will be used for data analysis. However, intellectual property and 
copyright of the image will remain with my child. I understand this image will not be 
published. 
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• I understand that the results of this research may be published in Arts Education 
Journals and that the participants and the school will not be identified in publications 
resulting from the study. 
• I understand that I will be provided with access to a copy of the findings from this 
research upon its completion. 
• I understand this form provides consent for my child to take part in the focus groups at 
school. 
• I have discussed the study with my child, they understand the research, and consent to 
participate. 
 
Name of child:  
Signature of 
Parent:  
Date:  
 
 
Please return this form to Adrianne Jones: Adrianne.jones@hotmail.com or phone 
0405 389 951 
 
This research is approved by Education Queensland. 
 
Thank you for your help and time 
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CONSENT FORM FOR PRINCIPALS AND TEACHERS FOR 
QUT RESEARCH PROJECT 
Interviews 
The Yonder Project: What Remains? 
QUT Ethics Approval Number 1300000136 
RESEARCH TEAM  
Principal Researcher: Adrianne Jones – Master of Arts (Research) Student – QUT 
Associate Researcher: Associate Professor Sandra Gattenhof – Principal Supervisor – QUT  
STATEMENT OF CONSENT TO PARTICIPATE 
By signing below, I am indicating that: 
• I have read the Information Statement and understand the aims, procedures, and risks of 
this project, as described to me in the information sheet. 
• I have had the opportunity to ask questions about the study, and I am satisfied with the 
answers I received. 
• I understand that participation in the project is entirely voluntarily. 
• I understand I am free to withdraw participation at any time, without affecting the 
relationship with the research team/organisation. 
• I understand that the results of this research may be published in Arts Education 
Journals and that the participants and the school will not be identified in publications 
resulting from the study. 
• I understand that I will be provided with a copy of the findings from this research upon 
its completion. 
• I understand that permission has been sought from parents and carers to use samples of 
student work in the data analysis. In this instance the sample is a drawing about the 
project. Copyright and intellectual property remains with the student. The images will 
be not published. 
• I am willing to be involved in the research project, as described. 
 
Name of School  
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Name of Principal / Teacher  
Signature  
Date  
 
 
Please return this form to Adrianne Jones: Adrianne.jones@hotmail.com or phone 
0405 389 951 
This research is approved by Education Queensland. 
 
Thank you for your help and time 
 
 
 
 
 
 
WITHDRAWAL OF CONSENT FOR QUT RESEARCH 
PROJECT 
The Yonder Project: What Remains? 
QUT Ethics Approval Number  xxxx 
RESEARCH TEAM CONTACTS    
Adrianne Jones Principal Researcher  Associate Professor Sandra Gattenhof Supervisor 
Creative Industries Faculty; Drama 
Kelvin Grove QUT 
Creative Industries Faculty; Drama  
Kelvin Grove QUT 
Phone 0405389951  Phone(07) 3138 3596  
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Email a38.jones@student.qut.edu.au Email s.gattenhof@qut.edu.au 
I hereby wish to WITHDRAW my consent to participate in the research project named 
above. 
I understand that this withdrawal WILL NOT jeopardise my relationship with 
Queensland University of Technology. 
Name  
Signatur
e 
 
Date   
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Transcripts of all interviews and focus groups 
 
Principals Questions (March 2013) 
Principal Questions 
 Why did you take part in the project?   
Do you use your Arts and Cultural Plan? 
 Have the arts increased overall in teaching and for the whole school? 
Has your attitude to the arts changed? 
Do you consider yourself an artist an in another life, might you practice an art form? 
What partnerships or new relationships have emerged since the project? 
How did the parents and carers, the families respond to the project? 
Can you make any comments about the students in relation to their learning engagement and 
was there any evidence of improved attendance. 
What about team skills and working together? 
Have you noticed anything about attendance for the children at school? 
What do you think after the project had stopped?  What were some of your concerns? 
 If you did it again what suggestions would you make to improve it?  
 So do you see your community as still experiencing disadvantage?  
 
PRINCIPAL INTERVIEWS 
School 1: 8 June 2013 
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 AJ: Why did you take part in the project?   
GM: Well Adrianne we had done some work with KITE before and it went well so we were 
keen to try it as our children are keen on the arts and the teachers A.. and M..  later were 
perfect for it. 
AJ: Do you use your Arts and Cultural Plan? 
GM: Yes we do. Anna has put a lot of work into it and we use it as a guide and stating point. 
The arts continue to build and we have many activities including our Harmony Day and other 
events that include our talented students. 
AJ: Has your attitude to the arts changed? 
G: I think perhaps more of an awareness  of the value of the arts for our students as a multi-
cultural school we have many cultures with art skills eg dancing for the Samoans and singing. 
We try to include it as much as possible. Also for some of our white Australian children it is a 
motivating force. 
AJ: Do you teaching staff value the arts more? 
GM: A… has been a great leader in that area and developed more projects that use the arts. 
She as the key teacher has continued to raise the profile and especially the value for children 
from multi- cultural backgrounds and lower socio economic backgrounds. 
AJ: What partnerships or new relationships have emerged since the project? 
GM: We had fairly close ties with the Art Gallery but I do believe our parents use it even 
more now, The workshops encouraged community participation and the start-up party with 
that woman what was her name (Christine Johnson) were a huge success, it really brought 
people out.  
AJ: How did the parents and carers, the families respond to the project? 
GM: As I said the parents loved it and it did provide avenues for them to participate, certainly 
some of them are more a part of the  School community now and it provide opportunities for 
the teachers to get to know the parents which was great. 
AJ : If you look at that group of students do you observe any particular changes or impacts 
that may have been to so with the project ? 
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GM: Overall they do seem more confident and certainly will stand up and talk in public. I did 
feel orally there were some improvements in their verbal language and the teachers certainly 
talked about that. As a group they seemed very committed to social issues and they wanted 
their brothers and sisters to do it as well 
AJ: Can you make any comments about the students in relation to their learning engagement 
and was there any evidence of improved attendance? 
AJ: What about team skills and working together? 
GM: Yes definitely as a group they managed much better in groups and as a whole have been 
better at self -management except for a few notable exceptions. 
AJ: Anything about attendance?  
GM: I would have to look at records but the whole school has been focused on that and A in 
her role has been targeting that as an issue – so it would be difficult to work that out.  
AJ : What do you think after the project had stopped?  What were some of your concerns? 
GM: None really except that it would be good to continue as the kids did love it. 
AJ: What we are looking at here is, would you describe it as small attitudinal change in the 
students towards their learning ? 
GM. : Yes especially with their confidence in their oral work.  
A: In B we started to use the term ‘circuit breaker’ to describe the positive effect for some 
students who were really struggling.  Did you notice this at all with any of your students? 
GM: Actually, yes especially for E who is a refugee from a very tough background he has 
really flourished and continues to do things as you know, he basically knows he can achieve 
now.  
AJ So do you see your community as still experiencing disadvantage? 
GM : We continue to have a variety of students from different countries and many are from 
refugee backgrounds so there is no change there, and many of our children are from low 
socio -economic backgrounds.  
AJ : Do you feel the social capitol is still low for these children? 
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GM: Not so much for the students form cultures like Samoa but for the white children 
definitely.  
  
School 2 Phone interview 
Principal 2: June 12 2013 
AJ: Why did you take part in the project?   
TM: Well we had a strong connection with the project already and I was keen to continue  
AJ: Do you use your Arts and Cultural Plan? 
TM: Yes we do D and I are still finalising but we realised pretty early on into the project 
what a great pull the arts were for our community. That was one of the most successful 
aspects for me – we very quickly observed that the parents loved watching their children in 
the arts after Yonder, either dancing, exhibitions or performances of another sort… with the 
performing arts the interest is so high now we have had to move to the Logan Entertainment 
Centre so that we can fit everyone in 
AJ: So have the arts increased overall in teaching and for the whole school? 
TM: Definitely as I just said and you came along the arts are an important part of the school 
even more so now.  I think the key teaches have become an important part too.  
AJ: Has your attitude to the arts changed ? 
TM : In that I think it is a great help to the kids at my school who miss out on a lot.  
AJ: What partnerships or new relationships have emerged since the project? 
TB: We feel very connected to QPAC but we have also forged new ones especially with the 
LEC and the gallery  here in our area.  We have really stepped that up.  
AJ: How did the parents and carers, the families respond to the project? 
TM: It was a big success and they were very supportive and as I have said got them into the 
school again, which can be hard in this area.  
AJ: Can you make any comments about the students in relation to their learning engagement 
and was there any evidence of improved attendance. 
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TM: Definite reconnection for some they seemed so much more confident and it spills over 
into other areas and many of the yonder students are school leaders. They are just aiming 
higher, which is what its all about.  
AJ: What about team skills and working together? 
TM: Yes that too I feel is better D and I have discussed this and they are just a group that is 
easier to work with and relater better so lots of improvement in communication skills.  
AJ: The term ‘circuit breaker has been used by some participants to describe the positive 
effects of the program on some children – have you seen any evidence of this T? 
TM: Well that’s interesting because I do think it had a huge effect on some in particular, 
think of T he is special needs but this really helped him to be part of the team and he could 
see that he contribute , very important.  Its quite a while since the program now so that is very 
interesting. 
AJ: Anything about attendance and interest in school work ?  
TM:. Hard to comment on that to be honest – um I would have to do some data retrieval but I 
don’t think so.  
AJ: What we are looking at here is , would you describe it as small attitudinal change in the 
students towards their learning ? 
TM: For the group in Year 7 I would go so far as to say significant.  They have greater 
ambitions now and focus about their communities.  For the parents to their have been some 
changes.  
AJ: And for the teachers?  
TM: oh yes …. It’s been a great awareness building thing.  
AJ: T thanks so much for your time today I know you are rushing to a meeting and thanks for 
all your support over the last three years. 
 
 
SCHOOL 3 
School 3 Principal 3: 11 June 2013 
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AJ: Why did you take part in the project?   
AB: Well I have always believed that the arts are part of the solution in schools like this and I 
am seeing more evidence of that all the time.  I try to encourage my teachers and the Pand C 
to get involved in any arts activities we can, of course not all can or are willing for a variety 
of reasons. 
AJ: Do you use your Arts and Cultural Plan? 
AB: Not in a formal way as you know we are just trying to implement the arts as much as we 
can.  
AJ: Have the arts increased overall in teaching and for the whole school? 
AB: Look I think they have as K and I are even more aware, as is our deputy and we do 
wikikari as well.  I really think the arts help our kids. We still need lots more PD for teachers 
in the classroom though.  
AJ: Has your attitude to the arts changed? 
AB : Probably even more committed to it.  I would like to see a project for our most at-risk 
students, and students with learning and intellectual problems, in fact our most damaged.  I 
would like to see a special project just for them, it may tune them in or just bring them out, 
they need interventions. So a project for the most at risk in a lower socio – economic school – 
that would be interesting. The need for a change with these students is so important and the 
arts are the way. 
AJ So do you consider yourself an artist an in another life, might you practice an art form? 
AB: Oh yes sort of ,,, laughs.. 
AJ: What partnerships or new relationships have emerged since the project? 
AB: We are working closer with the Song room and as we are a Yonder school we got them 
twice. We definitely think of using the gallery more and certainly the kids think they are a 
part of QPAC. But now that it is over it will be hard to see how it continues especially with 
QPAC. We also try to include indigenous culture as much as possible.  
AJ: How did the parents and carers, the families respond to the project? 
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Our parents are notoriously hard to engage with and to communicate with because of literacy 
etc and complete dislike of school and anyone in authority, we tread very carefully. I think 
because we  are on the other side of the freeway it was hard to get them to the first event but 
then they started to engage especially when is was at QPAC.  Many of them started to speak 
to me about it and they could see how much their kids got out of it. But it’s so hard to get a 
hold of them. I think only a few made to the workshops but they loved them and wanted 
more. So with more time we may have been able to keep building.  
AJ: Can you make any comments about the students in relation to their learning engagement 
and was there any evidence of improved attendance. 
AB:I think it was great for them as a group their confidence and their exuberance was so 
evident on that day and that has stayed  particularly orally/verbally they have really grown. 
These kids really grew, some of the quieter ones as well. And they are more open to things 
and risk -takers – they will do welcome to country on their own at assembly, some big steps. 
AJ: What about team skills and working together? 
AB: Well they all got better at that but that wouldn’t be hard..laughing.. no seriously the need 
to get it together for the performance really helped them and motivated them.   They are not  
as rowdy as before and that class did get on better after that.  
AJ: Anything about attendance and interest in school work?  
AB: I can’t comment on the attendance ..but they do seem more motivated and more 
connected to the school . I can rely on them a bit more and they as a group seem to be less 
anti- school and more ambitious. They just seem more keen to participate.  
AJ: Some participants have described the experience for their children as a ‘circuit  breaker’ 
did you see any evidence of this? 
AB: Look, for some of our most at risk kids this was a really big chance to be and do 
something else. Yes, it was a circuit breaker for them and changed how they think. The arts 
have to be part of the solution for them. 
AJ : What do you think after the project had stopped?  What were some of your concerns? 
AB: Well it was a big drop for them in stimulus and they did miss it but they have happy 
memories and were very proud of themselves.  
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AJ If you did it again what suggestions would you make to improve it?  
AB: I would like to see a program which was targeted at the most at risk at our school. A 
special intervention for the neediest in a very lower socio -economic school and really push 
the boundaries, I want to expose them to beauty and get them out of their world 
AJ: What we are looking at here is, would you describe it as small attitudinal change in the 
students towards their learning ? 
AB: I think many of them felt very successful and this has left a sense of confidence hard to 
say how much in other areas but this is big for our kids. And the chance to get on with each 
other and see that that can be fun and worthwhile.  
AJ So do you see your community as still experiencing disadvantage? 
AB:  I would say things are even worse, there appears to be many more problems with 
alcohol foetal syndrome and the related neurological problems. We have some very big 
problems with our surrounding areas, the school has houses on our boundaries with meth labs 
and I have been demanding they be closed down you can’t have drug addicts walking through 
schools. Our children are very at risk and we have to work so carefully with our parents. 
AJ Have you noticed any changes in your prep students arriving at school?  
AB: The same as what I just said there are a host of problems emerging related to children 
with drug dependant and alcohol dependent parents. We also continue to have a growing 
indigenous community in our schools.  
AJ : Do you feel the social capitol is still low for these children? 
AB: oh definitely .. that’s why I do anything to get artists here , we are with Song room and 
why we jumped at Yonder, some of our indigenous students have exposure to the arts, but a 
nice legacy from Yonder is that we always have a student do welcome to country now and 
they are very confident about that.  I have lots of concerns for the future of arts funding in 
schools like mine, just can’t see it happening at the moment. 
 
Principal 4 School 4:  3 June 2013 
A: Why did you take part in the project? 
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CB : We were really lucky  we were tapped on the shoulder, because of our low socio- 
economic status we were one of the Believe Achieve Succeed schools,    which was before 
the National Partnership Programme , because we were a low  socio -economic school  and 
we were suggested and indicated that  it would be a fantastic  program and we were happy to 
be involved. 
AJ: Do you use your Arts and Cultural Plan? 
CB: Sometimes,  rarely   but to be honest it is a part of our overarching understanding that it 
has to be part of every aspect of school  and the importance of arts , on assembly students 
lead and use a little bit of drama and use visuals – lots of entertainment coming to our school. 
We can see the value for our kids.  
AJ Have the arts increased overall in teaching and for the whole school? 
CB Yes and no The teacher in year 3  uses the arts she has a visual side and other teachers 
well drama is one of the areas we have less skills in but I think teachers are keen to learn 
more about how we can use the arts in particular drama to support literacy in particular. 
AJ: Has your attitude to the arts changed ? 
CB : No But its like a  tragic story for me , my family was really into the arts , we always 
went to the theatre and visited art galleries. So I was very fortunate my family really cared 
about the arts and I learnt the piano etc 
AJ So you have an artistic sensibility? 
CB Yes I guess so 
AJ SO do you consider yourself an artist an in another life might you practice an art form 
CB No I don’t think so… laughing.. I have always thought the art were important probably 
even more so now after seeing how connected our class was in the project. It gave a different 
experience to our kids and they were more confident and open to doing more after it. 
AD: What partnerships or new relationships have emerged since the project? 
Cb There are some schools we now have a closer connection , BH etc , some of the schools 
haven’t been as luck as us , we were very fortunate to get the rap artist , the magician, etc  
They dropped off so they missed out , and we are probably more aware of using the gallery 
well our parents are especially. But as we are in a regional area its harder to keep it all going, 
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we can walk to the gallery but we can’t always fund the theatre stuff due to other needs and 
our families will struggle.  
AD: All the schools were offered the same chances so how did you keep the relationship 
going so strongly with the project? 
CB; Well we could see the benefits of it – we knew our kids wouldn’t get this opportunity it 
in any other way.  Many of them come from struggling families.  
AJ: How did the parents and carers, the families respond to the project? 
CB: This was a positive as the parents loved seeing them perform and were keen to support it. 
Some parents we have never meet started to appear at functions and as you know the start -up 
party brought a lot of them out. This was a great thing to build a closer relationships with our 
familie , For some of our parents and I am thinking of one couple in particular it was very 
important. For v and J it really built there confidence and the workshops gave them a regular 
thing to do and started a new habit for them and made them more connected to the 
community. It really brought v out of her shell and honestly I think it is one of the things that 
helped her get a job which is the first permanent job she has ever had. She is also now 
exhibiting in the local gallery shop, this is a really big thing for her.  
AJ: Can you make any comments about the students in relation to their learning engagement 
and was there any evidence of improved attendance. 
CB: Certainly during the project the students were engaged and enthusiastic, some came out 
of their shells and some of the ones I would have least expected started to do some really 
good work. I think this has left them with a confidence and a slightly different view point 
they do talk about doing professions and art work which they may not have before.  I can’t 
comment on their actual literacy skills but they do seem to be a group with greater confidence 
which is important for them. And attendance is too hard to gauge now, during the project a 
bit they didn’t want to miss out but not afterwards I can’t tell. It has actually been quite a 
while since the students did Yonder, but within the whole school they are recognisably a more 
confident bunch. It made them feel they could do things and were part of a special team  
AJ: I’m trying to work out why it worked better in some schools than others? 
CB: I think it is about continuity of key staff – some of those schools have had changes in 
Principals and we have had very little change.  
AJ: Would you take in a similar project again? 
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CB: Yes I would – I could see the benefits – the experiences they were able to get we 
wouldn’t have been able to provide, the access. We would never gone to OOTB without the 
connections we made during the project.  
AJ: What do you think after the project had stopped?  What were some of your concerns? 
CB: You had to think carefully about the time it took- and weigh up if is it imposing on our 
learning time. If c2c had been in the teachers may have been more scared. But you know  
when I took the forms up to the kids yesterday to say you would be here , they made a real 
connection and started saying I remember being in Yonder it really has stayed with them and 
I also remember the photographer the filming , the dance workshop that they did ……. Add 
……this was very unique and made it so worthwhile for our students who due to many 
reasons miss out on so much. For that group there really has been an increase in their 
confidence and willingness to give things a go. Our kids need to know there is a big world 
out there and this project introduced them to many different people and asked them to think 
about their futures. 
AJ If you did it again what suggestions would you make to improve it? You have alluded to 
making the time shorter? Any suggestions? 
CB Well one of the by- products of is that instead of Yonder we are getting an artist in to do 
circus workshops with the kids so instead of our normal end of year concert, where each class 
does a performance to a theme we are getting an artist to work with the children so he will 
come in and do the lessons for a week and lead the students for a performance for the end of 
the year and this is a new practice for our school. That is a by-product of being involved in 
this project. But we are also very disconcerting in about the artists we get into our school. 
The other artist we got in was also amazing at the end of an hour he had the kids playing an 
instrument and working like an orchestra. 
AJ: What we are looking at here is, would you describe it as small attitudinal change? 
CB: Yes we are looking at working with artists in a very centred approach so everyone is 
focused in on the workshops and the themes not just the one class but there is a sharing of 
resources and the learning is shared into all classes. There have been by products and we do 
seek out more. That group have had a feeling of success and so they will wait in line as they 
know the dance will work better… They will try as a group, now that’s important they know 
they can work together 
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AJ Any questions?  
CB What happens now there are so many positives clearly from the Logan experience and the 
Bundaberg experience 
AJ – Well at this stage the project is finished I am researching the impacts as you know but 
there is much to be learnt about how we can improve it.  
CB : They ( at OOTB) were talking about decentralising and sending more arts out to the 
country, like  the simulcasts that are happening, so little bits of pieces are happening  but we 
need a lot more here even more so after two lots of floods. 
AJ So you see your community as still experiencing disadvantage? 
CB: We still get  children in these schools who  will just not get these experiences. Their 
home lives can be very chaotic and there is certainly many who would get very little exposure 
to the arts. And of course the floods have impacted, the parents are more stressed and 
aggravated than before; many of their houses were condemned or badly damaged.  It go the 
year off to a bad start. 
AJ Have you noticed any changes in your prep students arriving at school? 
CB Oh no the students arriving in Prep have very little in the way of external experiences  
AJ : No social capitol  
Cb :No social capitol …..laughs… these kids have really limited opportunities and need to be 
exposed to so much more.  
 
SCHOOL 5 Principal 5:  3 June 2013 
AJ: Why did you take part in the project?   
P:  It’s a great opportunity for our children they don’t get much out here. So it was invaluable 
to us. Very expensive to get kids into town, so it was great. 
AJ: Do you use your Arts and Cultural Plan? 
P: I am doing work on that with Anne, she is really into the arts but I have to stay after some 
reservations or rather worries about the use of time so am I. 
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AJ:  Have the arts increased overall in teaching and for the whole school? 
P: I believe they have.  The children are very open to it now and ready to do it.  
AJ: Has your attitude to the arts changed ? 
P: Yes to a degree, I was worried about the Year 7s in the project to start with as you know 
missing out on time etc but for a couple of our boys I think they have finally  got it .  
AJ: So do you consider yourself an artist an in another life, might you practice an art form? 
P: Well I am not sure about that – I am a country Principal and so I try to be interested in 
everything.  
AJ: What partnerships or new relationships have emerged since the project? 
P: We are a little more aware of the gallery, but money is always a problem. The buses for us 
are really problematic and expensive.  That’s why a program coming to us is fantastic. 
AJ: How did the parents and carers, the families respond to the project? 
P: Overall, very supportive once we got the word out. Hard sometimes to communicate with 
our parents, they can be erratic in appearance at the school. But some really loved it. It was 
great for getting very isolated parents in so we could meet them. It was great that some of the 
families who we never see- turning up and supporting their kids.  
AJ: Can you make any comments about the students in relation to their learning engagement 
and was there any evidence of improved attendance. 
P: Attendance - I am not sure, we are a slightly bigger school now we are up to 45 students 
and attendance is not too bad, but I am not sure about Yonder affecting that attendance.  
And I did notice some changes in attitudes to learning, all the children seemed to show 
evidence of a willing to have a go at things and to go further than what   normally do.  So yes 
I think their motivation has improved at school overall for the group 
AJ: Would you go so far as to say it was a circuit breaker – a term some parents are using? 
P: Well I would for (Student name) this was memorable experience for him that allowed him 
to succeed.   
AJ: What about team skills and working together and their ambitions and confidence?  
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P: I have found that the kids will give other arts stuff and other things like volunteering a go – 
they will take a risk and speak up. For our country kids that is great, even the two older boys 
will step up to the mark in assemblies. Not sure about that, but certainly more confident but I 
can’t comment on any improved ambitions. Not yet anyway,  
AJ If you did it again what suggestions would you make to improve it?  
P: As I have said it needs a bit more thought to include the Year  
P: I would like there to be some assessment for the Year 7s so that they are working hard 
enough. 
AJ So do you see your community as still experiencing disadvantage? 
P: Our community is varied but yes our children are from many disadvantaged situations and 
some quite isolated and experiencing ill health.  
AJ Do you feel the social capitol is still low for these children? 
P: Well definitely, they are rural kids and my ability through the funding I have is limited.  
 
SCHOOL 6  Principal 6:  June 4 June 2013 
AJ: Why did you take part in the project?   
P: When you called me that day – remember? I just thought of course, anything to give our 
students more access to the arts.  I was very keen. It was an opportunity to give our kids to 
access to a field and give another aspect to their learning.  
AJ: Do you use your Arts and Cultural Plan? 
We are waiting for the national curriculum, so we have an informal structure in our school 
and it reaches every level, every class. The drama and music teachers partner with classroom 
teachers so we can have lots of performances, so it does reach every level. 
AJ:  Have the arts increased overall in teaching and for the whole school? There has always 
been a strong arts presence in this school so did Yonder impact at all? 
P: The kids are more interested in performing that’s the change – we have a drama teacher 
one day a week now and it’s a real help to their expressive skills which is so important to our 
kids.  The bigger kids in year 7 are teaching the kids some dances for the end of the year , so I 
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think there has been an extension. The end of year is very important for performance – since 
yonder there has been more emphasis on the performing arts but it is more about the learning. 
What can be learnt through the arts?  Many of the children in our school are high needs, to 
start with it gave them great pleasure. When I speak to them they light up like lights and the 
other thing we are finding is that they are more likely to be risk takers in their expression, the 
drama teacher and the classroom teachers are saying this.  The class that was in Yonder – is a 
very complex class with many problems and they have really improved their risk taking.  We 
make sure that expressive time is kept.  It’s very important that some of the practices form 
Yonder are maintained.  Their team schools improved as well. It is like they worked out that 
it feels good to be together and work harmoniously, the intensity of the experience really let 
them feel the power of being part of a team. Those little Year 2s are still doing well as a 
result of this, except of course for the extreme cases like R. 
AJ: Has your attitude to the arts changed? 
P: Just more personal conviction and commitment to provide more to the students we can’t 
replicate but we can endeavour to keep up.  
AJ: What partnerships or new relationships have emerged since the project? We are going to 
struggle due to the money issue. We are endeavouring to keep in touch with the art gallery 
but it is always about the cost. 
AJ: How did the parents and carers, the families respond to the project?  
P: The were a big part of it and they were very involved. Some have become great advocates 
for the art.  
AJ: Can you make any comments about the students in relation to their learning engagement 
and was there any evidence of improved attendance. 
P: Look it was really well prepared and we were very happy. The teacher’s ability to go the 
professional development was excellent and that really helped. But, I think the way to answer 
that is that we could certainly participate again, the journey it took our community on was 
amazing and as most our kids would not access any performing arts they just don’t get it from 
home. So it is very important. 
AJ: What we are looking at here is, would you describe it as small attitudinal change in the 
students towards their learning? 
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P: Yes I would in lots of ways but mainly; they are more open to expression, for example that 
group just wrote some poetry they only had to write one but they all wrote two and one child 
did five. So they are likely to be creative and try things and be confident about it as they are 
used to as a way of working. So its all about expression. 
AJ: Your parents described it as a ‘circuit –breaker’ what do you think about that expression?  
P: Well that is quite wonderful and I do think it was for some of them, they just won’t get this 
type of intense experience if it isn’t provided by the school. So this type of experience can 
have great impacts. The child that is high need s can do with a shot in the arm – this was 
pleasurable but they also learnt. It was affirming for them, they felt they could succeed.  
AJ So do you see your community as still experiencing disadvantage?  
P: Very our community has had a terrible time as you know. It’s like the ground has moved, 
it’s like the winds started in November, a boy was killed by the wind picking up an umbrella 
at another school and then there was the cyclone. It’s been a tough year. 
AJ: What about team skills and working together? 
P: Oh yes – that little complex class is doing so much better they are controlling themselves 
and getting along! 
AJ: Anything about attendance and interest in school work?  
I cannot really say about that I would need to check in detail, I do not think so, many issues 
interplay to mitigate the attendance records at our school. I do think the learning attitude has 
increased they are more confident and they say they are! 
AJ If you did it again what suggestions would you make to improve it?  
Look it was really well prepared and we were very happy. The teacher’s ability to go the 
professional development was excellent and that really helped But, I think the way to answer 
that is that we could certainly participate again, the journey it took our community on was 
amazing and as most our kids would not access any performing arts they just don’t get it from 
home. So it is very important. 
 
Teacher Interviews  
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Teacher Questions  
Why did you participate and what was your involvement? 
What have you observed about the children who have done Yonder ?  
Specifically in terms of their learning and engagement in schools what have you observed?  
How do you view the role of arts education in Schools after Yonder ?  
What is your attitude to arts education now? 
And now a year after ? 
Has your teaching practice changed ?  
Have you any ability to reflect on attendance ? 
Were there any changes in your attitude to the Children you were teaching?  
Why did you think it worked? 
What have you observed about the parents or carers of the children that participated? 
Do you have any questions for me?  
 
 
 
TEACHER Interviews  
 
School 1 Teacher Interview:  Teacher 1 ( June 8 2013) 
AJ: Why did you participate and what was your involvement?  
A: I was part of the trial pilot  in 2006 and started working with KITE even before  that so I 
was asked to be  the key teacher I have loved my involvement with the project and use things 
all the time from it. I enjoyed the last event when I presented the Arts and Cultural Plan to the 
schools.  
AJ: What have you observed about the children who have done Yonder?  
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A: They are more confident and involved in the school. That group is now in year 7 and 
many are school leaders, some are really into their art. Look at ( Student name) he is doing 
the project with N ( Artists Name) and really it is having a profound effect on him, I suspect 
many of  them will always be involved in the arts. 
AJ: Specifically in terms of their learning and engagement in schools what have you 
observed?  
A: When I did the trial the children loved the story dramas and they did get a lot out of it and 
it encouraged them to write more.  
AJ: How do you view the role of arts education in Schools after Yonder?  
A: Well as you know I have specifically used the arts in my new role which is as the 
community liaison officer to keep track of children’s attendance at school. The arts bring 
parents into the school and I have endeavoured to cater for all our community groups through 
the arts and bring the parents in to watch their kids.  
AJ: The term circuit breaker has been used by some parents have you seen any evidence of 
this?  
A: Interesting, I  do think that for some of our children it has been a turning point , I have 
already mentioned ( Student’s name) but for him it was a turning point, he was at risk a very 
traumatised background, a refugee, and he has not looked back since. 
School 1 Teacher interview :  2 June 8 2013 ( teacher 2)  
AJ: Why did you participate and what was your involvement? 
M: Because I had an interest in the arts, I can see the huge value the arts can play in 
education. I have been involved in the theatre in my area and I am very committed to it.  
AJ: What have you observed about the children who have done Yonder and for some of your 
children some time since the project ? 
M: Some of our children are not going to take the academic path so for them this was a great 
way to learn and another way for them to explore and it really built their confidence  and 
social skills.  It connected them with their home life it allowed them to think about story-
telling and to do their culture. 
AJ: Do you mean team skills here ? 
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M: Oh yes, I do there were some quite difficult children in this group very hard to control but 
they wanted to get it right and that helped them control themselves.  
AJ: Specifically in terms of their learning and engagement in schools what have you observed 
some parents have referred to the  experience as a circuit – breaker ?  
M: I do think it was a circuit breaker for some of them – it wasn’t in an environment where 
they were told they have to do it and get it right and write this sentence, so many of them felt 
they could do things. The kids really engaged with it. I feel they are more committed to their 
school  
AJ: How do you view the role of arts education in your schools after Yonder?  
M: It put us up there and we did start doing more experiences and with the new role for A… , 
the experiences were so important and it is still about the gap – these kids just don’t get these 
experiences if  it  is not provided at the school.  
AJ: What is your attitude to arts education now? 
M: After the project I had a lot more confidence to employ the arts in my teaching and I have 
integrated it  into many KLAs in my classroom. It has changed my teaching practice , we 
have a new program to help with reading and a lot of it is now arts based, we delve into the 
books using freeze frames and movement , it’s like anything if you do it , it helps the children 
to understand it more, it’s called Build it Up.  
AJ: Itsounds like a great project. 
M: It’s this framework that really seems to work. I have been to quite a lot of PD for that as 
well so that and Yonder have really informed my practice. 
AJ: And now a year after? 
M: (Student name) worries me, he did so well in Yonder but he is slipping and I think the 
family life is contributing to that, but for others there is a real sense of pride about them and 
confidence.   
AJ: Were there any changes in your attitude to the Children you were teaching?  
M: Just that for some who are really struggling, they were more able than I thought, when 
doing creative work. 
AJ: What have you observed about the parents or carers of the children that participated? 
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M: It did allow us to meet some and built their connection to the school.  
AJ: Do you have any questions for me?  
M: So where to now?  
(recorder turned off ) 
 
School 2 Teacher interview:  June 7 2013 
AJ: Why did you participate and what was your involvement? 
D:  It was an opportunity for me to extend my teaching practice I am a PE teacher and it was 
great to see how the arts can interact with students and the effects it can have I was in the 
right place at the right time. It was a growth thing for me and exposure to new ways of 
working.   
AJ: What have you observed about the children who have done  Yonder? 
D: The group that went through Yonder work better as a team. They connect better with staff 
and each other. It is if it has ‘clicked for them” do you know what I mean.  They have clicked 
as a group.  That is a long term observation and you know it’s a few years since they did it 
also during it they were very happy and I got them to write more. 
AJ: Specifically in terms of their learning and engagement in schools what have you 
observed?  
D: Seeing (Student name) who is intellectually disabled try the new reporter role was an eye 
opener. He spoke quite a lot, which is amazing for him. So I think it was seeing all of them 
achieve in different ways. Look it was great and developed their openness. (Student name) is 
very overweight but he loved it  and it gave him some confidence with his body there has 
been some underlying change for him. It opened a lot of them to creativity and for myself. Its 
power and enjoyment.  
AJ: This “turning kids” some people are calling it ‘circuit breaker’what do you  think? 
D: Yes that is another way of putting it- there is an underlying change. I myself am interested 
in researching that it is like the school camp and an intense physical activity – what internally 
brings about the change? The intensity for some of the kids was so important it drew them 
out and helped them break some barriers. The ones who have stayed are doing well in all 
sorts of ways. Just more committed to their work.  
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All the children seemed to show evidence of a willing to have a go at things and to go further 
than what they would normally do.  So yes I think their motivation has improved at school 
overall for the group. 
AJ: What about the parents? 
D:  I think it was big for many of them as well. Definitely, at the time it brought lots of 
parents we didn’t know in and it opened their eyes to what their kids can do.  You could see 
them thinking how different it was, but how it had a quite different effect for their children. It 
opened their children’s eyes to the creative world and I think quite a lot of them made the link 
AJ: How do you view the role of arts education in Schools after Yonder ?  
D: The arts are very valued now – they were before but now we see how much the 
community values it. So we have been trying lots of things. 
AJ:What is your attitude to arts education now? 
D: Well I learnt a lot, at first I found it all a bit unstructured and it took me a while to get the 
confidence but now I can see that it can allow the kids to be more creative. I have more 
confidence as a practioner and want to do some more PD in this area. My confidence as a 
practitioner has increased and I feel comfortable letting them make their own decisions and 
play in the drama way. I still think I need more PD but I see the value of it now  
AJ: And now a year after? 
D: The Year 7 students who did Yonder are just different. I mean its sounds like a big call but 
maybe the intensity of the experience actually helped to turn kids? Usually we have a lot of 
problems with the Year 7s and there is still a lot of transiency, but all the Year 7s who are 
school leaders this year did Yonder. They have a confidence and ambition that many in the 
past have not had. They are just more confident and more ambitious, they do not necessarily 
want to be artists but they are aiming high, lawyers etc. 
AJ: Were there any changes in your attitude to the Children you were teaching?  
D: Just as I have said that some just really grew in that environment the creative context was 
the best place for them to learn? 
AJ: Do you have any questions for me? 
D: What are you doing now? And do you think we could do it again?  
( Turned microphone Off) 
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School 3 Teacher interview Teacher 11 June 2013 
Why did you participate and what was your involvement? 
K: I am a year 7 teacher but I was given the chance as A ( principal ) wanted me to lead it in 
the school. 
What have you observed about the children who have done Yonder ?  
K: Our children do not have access through their families for the most part to the arts, this 
was an incredible opportunity for them to see outside of  their world, grow and learn. They 
grew in confidence and team –building skills. Some of them have a way to go but wow it did 
a lot for their self –esteem. It showed another life, another option in their lives, which is great 
for them. If you think of (Student name), he is now considering being an artist, he wouldn’t 
have before 
AJ: Specifically in terms of their learning and engagement in schools what have you 
observed? Certainly there confidence to speak in public and in orals has grown, which is very 
important. Also there was an improvement to relate to each other and adults with better social 
skills. And I do think they were writing more. It stimulated them and this was obvious in their 
work back in the room. 
AJ: How do you view the role of arts education in Schools after Yonder ?   
K: A (principal) has always pushed the arts and encourages us all to link and connect in our 
classrooms with drama, music and dance. We do have many activities occurring but we have 
more now. And we look for more.  
K: What is your attitude to arts education now? 
K: During this project I have increased my understanding of the role it can play in helping 
literacy in particular. My students need jump starts into ideas and different worlds and the 
arts can really help, plus they love it and that is a good thing. 
AJ: And now a year after what is happening? 
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K: Well the kids still remember it and they are still very confident and that group is going 
quite well,  
AJ: Has your teaching practice changed?  
K: Look, for some of our most at risk kids this was a really big chance to be and do 
something else. Yes, it was a circuit breaker for them and changed how they think. The arts 
have to be part of the solution for them. 
K: I have been trying out the process dramas in my year 7 class I take your ways of doing and 
just add in different content, it’s great fun. 
AJ: Were there any changes in your attitude to the Children you were teaching?  
K: Well there were some discipline problems to start with but that settled but I just loved 
watching them come out of themselves and for someone like (Student’s name) it was a big 
opportunity to shine, normally he is a bit naughty but he really shone.  
AJ: So it was a bit of a circuit breaker for him? 
K: Oh yes for him and a few others a chance to work and succeed in school, really important. 
(At this point K was called to a meeting with a parent  and had to  rush off) 
 
SCHOOL 4 Teacher Interview: June 4 2013 
AJ: Why did you participate and what was your involvement? 
C  As I was a lover of performing arts I thought it would be great for the kids I took a liking 
to it straight away, I thought the kids would love it we sat down with you and N and we 
planned it, so it was all very exciting.  I was a key teacher as it was described. 
What have you observed about the children who have done Yonder?  
C: There are positive benefits for the kids especially those that took part, they definitely felt  
more confident and worked together better, especially some of our more difficult ones.  Their 
team skills are so important. Those children are still a confident group. For my students the 
importance of getting it right to do at the Moncrieff for their families was a motivating factor. 
They just behaved better and then they saw and felt how good it was. Their team skills have 
been much better since that event 
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Specifically in terms of their learning and engagement in schools what have you observed?  
C: Look it did show that they could express themselves and it got some of the reluctant ones 
to write more and be involved the story dramas in particular really helped our students,  Some 
students just flourished I know that R for example  did things I was surprise at , used vocab I 
wouldn’t have though possible of her. I do feel they are more open to it realising the 
importance it helps them to learn and they can express themselves in a different way.  I think 
we all think that now that it helped them to express themselves.  
A: How do you view the role of arts education in Schools after Yonder?  
C: Look we don’t use our Arts and cultural plans as much as we should to be honest.  But I 
do use the resources in the community more, like the art gallery which I knew was there but I 
had stopped using.  Sometimes you need the reminder. So Yonder was really good for that to 
remind us to be involved in the local resources for the arts. I didn’t go there before I knew it 
was there but I didn’t go there so the Yonder project certainly open my eyes to how to use it. 
I need to organise something soon. 
A: What is your attitude to arts education now? 
C: I don’t think of myself as an artist but it did shift my activities in the classroom, straight 
afterwards I did more definitely especially the storydramas which I liked.  I was excited about 
it straight after. 
A: And now a year after ? 
C: We are definitely more open to it C….s ( the boss ) and I are just more aware of it I really 
think I feel we realise the importance of it and that our kids really relate to it and it helps then 
to express themselves and it did help them with their literacy, like I said before. 
A: Has your teaching practice changed ?  
C: Because of pressures of c2c , my use of the drama ideas  it has dwindled out to be honest, 
which is unfortunate. I would plan into my daily planning arts activities to begin with but  
with the pressures of c2c its been just too hard. For the   first 12 months I definitely did more 
story dramas in each unit. But then with the pressure of c2c I have found it hard and after the 
floods we have had limited time and everything has been pressurised.  
A: Any ability to reflect on attendance ? 
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C: Maybe during it but not after it to be honest.  
A: Were there any changes in your attitude to the Children you were teaching?  
A: Well as I said some of the struggling ones surprised me.  So many of our kids related to it 
and that was something I learnt. Some students just flourished. I know that (Student name), 
for example did things I was surprised at, used vocabulary I would not have thought possible 
of her. 
A: Why did you think it worked? 
C: I liked it but sometimes I felt it went for quite a long time – but to be accountable I think it 
did needed a bit more purpose and maybe more structure I know artists don’t like that word , 
just some more guts. I’d like to more a part of the planning. 
AWhat have you observed about the parents or carers of the children that participated? 
C: Definitely especially for  a few who really ran with it especially if they went to the art 
gallery workshops  , the minimum cost for their families was a really important part of it, we 
are in a low socio-economic area so they can’t afford much. Just taking an interest in their 
kids helped them to be involved. 
A:Do you have any questions for me ? How did it go in the other schools? 
C: Well we did learn a lot from working with you and we did try and co plan with the others 
and put in more links to literacy….. 
 
SCHOOL  5 :Teacher interview:  June 4 2013 
AJ: Why did you participate and what was your involvement?  
A: Well for our small country school it was amazing to have access to the artists and to go 
into town. We are a half and an hour from a regional town.  So we saw it is a wonderful 
opportunity for our children. I was a key teacher.  
AJ: What have you observed about the children who have done Yonder? 
A:  The kids will definitely try more and are open to creative play so there is shift for our 
country kids in confidence, and risk taking.  Also tolerance it was a new way for them to 
learn to be tolerant which was great in their team work for the production they really 
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improved a lot.  They became proud of their successes so they felt more like giving things a 
go. 
AJ: Specifically in terms of their learning and engagement in schools what have you 
observed?  
A: Well it allows them all to be participating and so that brings about new things for them all.  
I think it did help them because as they weren’t behind the desk they really learnt in a 
different way. I think being about to work with the artists was so different for them. It’s so 
different to a maths lesson there was more control for them so it linked, them in and gave 
them more control so they were giving it a go, they are then more prepared to give other 
things a go. It was great for building team skills as they all wanted to do well. They liked it 
and it was interesting as they knew if they did it right it would look better. For the badly 
behaved this was quite a challenge but they started to get it, do not let the side down. Some 
needed back up but on the day they didn’t want to mess up. 
AJ: The parents at school 6 started using the term ‘circuit  breaker to describe the positive  
effects for their children who  were really  struggling, did you observe anything similar? 
A:  For one of your youngest boys who is very withdrawn, this project was very important. I 
was surprised and touched at how absorbed he was and he really tried to do things. 
AJ: How do you perceive the role of the arts in your classroom?  
A; Well, I will try more and include many of the activities we did in the project I will give 
things a go, I.m more willing to give things a go, as I can see the value of the arts more.  They 
are used to doing imaginative things like if I am pretending to  hold a bird in my hand they 
are likely to believe am and go with it,  I am more creative in the classroom I don’t always 
have time but I try more . I look at things from different perspectives. The children join in 
especially in the early years,  
AJ: And now a year after? Yes I am still doing the things I learnt in Yonder , some of our 
kids are very creative and if we don’t give them the chance to test out their creativity or it 
won’t flourish. It’s very important.  Well you know the William Gordon drama I have just 
adapted that to bring out more drama. I also feel I am more ready for the Australian 
Curriculum, I am ready for the Arts one to be rolled out.  
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AJ: What about in the school what have you noticed?  Well we are passionate about the arts I 
would not have described myself as arty, I was more into sports. But now I am willing to 
have a go in the creative things as I trust now that it will work and so does E(Principal)  , just 
remember there are only two of us here and we have tried to include these ideas as we can see 
that it can work in other areas. 
AJ: Any ability to reflect on attendance? 
A:  Attendance isn’t too bad here – so I can’t really comment.  
AJ: Were there any changes in your attitude to the Children you were teaching?   
A: Yes I could see their imaginations and where they go – it was great to see them do 
different things and watch them adapt. Just an awareness that they if they are not academic 
but they may be really creative so it is important to let those like that to be comfortable and 
explore their ideas, it was great to see that. 
AJ: Why did you think it worked?    
A: Well we are more passionate about the arts and because our kids get so little we really 
want them to try things, I think being a risk taker is important and the school was really 
happy to take a risk and trust the project.  
AJ: What have you observed about the parents or carers of the children that participated?  
A:  The school parents are still very divided, we have new families, often they don’t think 
they have enough skills. There is only one cane farming families, there are other families that 
work on farms, the nut farm, there are the extreme religious families come here to live with a 
bit of isolation. So it is hard to get them to comment on this – they did come to see the 
performance which was great. And we did get to know them a bit.   We have set up more art 
events for them to come in to the school but getting them into the arts in town will always be 
difficult so they appreciated their child coming in to town. 
A: We still have a lot of families without skills to help their children to be honest it is great if 
they can just see their child doing well. 
AJ: Do you have any questions for me?   
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A: How do we keep it going?  How do we touch base with the arts on a continuous  basis 
especially if we are out here, I think it is very positive for the children so how do we keep it 
all going? 
(Turned of microphone )  
SCHOOL 6 Teacher interview:  June 4 June 2013 
A: Why did you participate and what was your involvement? 
T: Because of our location we felt it was important for our students to be involved for them to 
be part of the process they have very little access to artists and workshops so it was very 
important for them to be involved. It’s a very lower socio economic area.  
A: What have you observed about the children who have done Yonder?  
T:Well the children have advanced so much the drama teacher we have now, has really 
noticed that they can work together now in some advanced areas. Art is really put on the back 
shelf, let’s face it, and the last thing most teachers would have thought of here as being 
important for the kids.  Now we see drama as way to help social emotional learning and 
conflict resolution.  But for the kids they are more confident they know the processes, they 
are open to it and very confident.  It’s an important way for many of them to learn. But also 
what is happening in the classroom we can incorporate drama into English and history.  
A: Specifically in terms of their learning  and engagement in schools what have you 
observed? 
T: Well to start with they get on better, that boy you know the one I mean, they slowly and 
gradually got into it and worked with the others and they did start to write more after. They 
are more open to expression, for example that group just wrote some poetry they only had to 
write one but they all wrote two and one child did five.  So they are likely to be creative and 
try things and be confident about it as they are used to as a way of working.  There is an 
expectation that they can do well in this area and that they can. 
A: I have just spoken to the parents and D’s mum came up with this expression ‘circuit-
breaker’ to describe the difference the project made her to son. She was saying for him this 
really changed his attitude to himself and learning for the better and the effects are still there.  
What do you think about this term? 
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Oh well for D it definitely was a time of change, I think this is what P (Principal) and I have 
said in other ways. This really was a chance for some students and I mean some of our lowest 
to just do something different and be someone else, I think about J it was very important for 
her. So yes I would agree.  In our school we are often just trying to get students to do the 
usual traditional academic skills, but Yonder provided a door way to another way of learning, 
which suits some of them better than sitting behind desks. Some of them learn better by being 
up and physical and it gave them confidence to participate in other areas when they felt good 
about how they were doing.  It is so important for our kids to have moments of success and 
happiness at school.  
For some of our most struggling students this project really created something different for 
them because they were engaged in another way. If I think about (student name) just came 
out of her shell and really showed that she is a creative little girl… the playful nature made 
her comfortable and she just did things that I was blown away with... 
A: How do you view the role of arts education in Schools after Yonder ? 
T:  Well our biggest problem is money and getting buses etc getting them into town to Brag is 
still a problem. A fair bit of money has been supporting some families that were traumatised 
by the tornados.  One of families was in the building so we have been helping them.  We had 
the flooding of the river and the tornados.  Money is a real problem.  
So we try and integrate it into the activities of the school, we are all much more open to it as a 
possibility. We have got an arts and cultural plan and it is important to us but we have a way 
to go yet.  But all students in the school have drama lessons now and we hear form her that 
they are doing advanced work and she really notices it compared to other schools.  
A: How do you perceive the role of the arts in your classroom?  
T: Well I have always done the arts , as you know but to have access to the artists was so 
important for our kids, they really learnt from it. I do movies with the kids and in history I 
have always used a bit of drama, I just think it’s great for our kids.  
A :What is your attitude to arts education now? It’s very easy to stay in your comfort zone, so 
we are more game to try things. For example the Candy B visit really brought our children 
out of their comfort zone as well. The kids really learnt from her and enjoyed hearing her 
perspective, they just would not have access to an artist like that without the project. She got 
them thinking. It is  interesting for me to try new things, we are starved of professional 
development here so the access to professional development was so important and the 
conference at OOTB was awesome.  I am even more prone to drama on a regular basis and 
really every child in this school will have some drama now as a result of our participation. 
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For the students what they are dong in drama now the teacher feels is more complex and 
advanced and that is throughout the school.   
A: And now a year after? With the intro of c2c we were all a bit frightened to do our own 
thing, but now I can integrate things into the units and I like to add drama as I know how 
much it can help. So I listen to Canberra or whoever and then adjust for my students with 
drama or other art ideas. 
T: Has your teaching practice changed? We are more prone to do different things we are 
pushing the boundaries all the time here and I used to do movies etc but I think we have been 
dumbing things down for too long and I think students can more things than we realise.  We 
need to raise the bar. If they are intrinsically motivated, it was a driving force the principal 
here as a real openness to learning and trying different things. It is interesting for me to try 
new things; we are starved of professional development here so the access to professional 
development is so important 
A: What about in the school what have you noticed? I do think the whole school is more 
aware especially that we now have a drama teacher, there have always been teachers who are  
artists here like ,,, he is an amazing visual artist and always has exposed the kids to things but 
her will use drama now as well. But across the board there is an awareness that drama is a 
useful tool to get the curriculum across.  
T: Any ability to reflect on attendance ? Not really the kid are up and down and after the 
floods things have been a bit rocky for man 
A:Were there any changes in your attitude to the Children you were teaching? 
T:  Umm well yes I could see some of them doing things I didn’t expect at all……….and 
……………. 
A: Why did you think it worked?   
T:Well, you might have struck in a school that is inclined to the arts so this really helped us to 
extend.  It’s the driving force to of our principal if she think we have a passion about 
something she will back us.  
A:What have you observed about the parents or carers of the children that participated? 
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T: I think it is difficult to get parents involved  here but Yonder really hooked some of them 
in and raised there awareness of how the arts can help their kids. Some are quite passionate 
about it now because they saw such positive things for their kids.  Their attendance at art 
events has definitely improved at the book launch they all turned up, which they may not 
have before.  We will plan for them more to attend more for example at the bush dance we 
will have some performances and we will invite the parents as well this year. 
A :Do you have any questions for me ?  
T: We are starved of that sort of professional development – is there anything we can do to 
help the process.  At this school we have support for the arts but I do think that generally 
these children would not be exposed to the arts and it’s so important.  So how can we support 
getting an OOTB here or a yonder again. 
 
 
 
 
 
SCHOOL CHILDREN 
 
Context:  SCHOOL 1: students now in year 7, 
Time from the project: three years since they did the project 
11/6/2013 
AJ: Can you remember Yonder ? 
B: Sort of  
E: I remember it, I remember everything.  
H: I do,  
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F: It was the best we got to share and experience with our friends, we get to meet  new 
friends we got to meet new people and I am more confident  and share our experience with 
our friends and I am more confident  
F: It was my first time performing so many people I loved it. I feel I have done this before I 
didn’t want it to end because we were all so close.  
H:  it was a great experience for our confidence and our team work I still got the cds and  the 
photos  we had so much fun we meet new friends It was a great experience for our confidence 
and we were all having a good time It was really good for getting along  
E: It did so much good things for kids I meet new friends and got along,   
BJ: It was fun, it was performed for all the teachers and its good for getting along really good,  
F: We meet new friends we didn’t have before. I didn’t like speaking in class before Yonder, 
but now I don’t care 
Why are you more confident? 
F: Whenever I do speeches in class I am more confident  
Bj:  I am more confident before I had like stage fright but now I am confident to speak up for 
myself. 
Hayden: It made more confident because I couldn’t speak in front of the class an now I  can 
since yonder. 
E: Confident before I had stage fright but now I am more confident that many people so if I 
am on stage I think I have done this before.. 
F: I didn’t want it to end because we were all having a good time and we had team skills We 
didn’t fight as much as when we were at QPAC, we wanted it to be good 
Why did it help our team work? 
H: Definitely  
Who wants to be an artist? 
(Everyone has hands up)  We all want to be a performers. 
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E:  Next week I am performing at refugee day  I perform in a lot of stuff , Joy of Fear I am 
acting in that..yes .. I do a lot …. 
F :  to Show everything I’ve got to people  I want to be a Artists as singing and dancing with 
people on stage I want other people to think I am proud of people  
F:I just want to show I am proud of myself and .. 
F: I get on with other people 
F: Show that if we got to try they should all try I got to know other kids and so we got on 
better. I didn’t know many of the others really but after Yonder I think we knew each other 
better and we could kind of work together better   
F: Singing and dancing on stage 
E: It just makes me happy yes,  
A:I want people to think of what I do  
F: If we got to try other people may want to try  
What do you dream about now? 
E: Being on tv , being an actor , being known for what I do …change thons 
BJ:  I want to change how people think about other people  some  people don’t like other 
cultures are nice  they are in bad situations I want to see how cool they are , how nice they 
are, .. 
F : I want to…   just because they are in a bad situation… they can follow their dreams I want 
to show them  
What Arts activities do you do know? 
E:Performing stuff / Family stuff/ I’ m in a dance group  
F: We want to show if we can do it you can too.. 
H: Paintings and drawings.  
A: How often do you rehearse with Natasha?   
E: We practice Monday Friday I love performing  
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Fiona : I used to be  a choir but it stopped because there wasn’t enough funding  
What did your parents think ?  
BJ :They bought me donuts, they thought it was a great experience  
Hayden: they were proud of me  
Everyone : yer, yer they loved it.  
Do you have any questions for me? 
Will we be doing it again ? 
A : At the moment no  
F: Is there any way we can do it again ‘can we put ti together with other schools  
Fiona: My neice wants to do it  
A : not really  
Was there anything you didn’t like ? 
H:When it ended 
F:Nothing 
E:The food tasted a bit sour and we need more food I like it, but the food tasted a bit sour. 
Is there anything in school like Yonder? 
B: Spring day  
F:Harmony day  
What didn’t you like about it ? 
E: Nothing  
B: When it ended. 
 
SCHOOL 2 
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Context:  students now in Year 7  2009 , three years since they did the performance and 
Yonder 
8/6/2013 
(In this group all are school leaders) 
Can you remember being in Yonder ? 
All : Yes  
One student didn’t respond  
Teacher watching; Speak up a bit  
 R : We did it and it was  lots of fun 
We practiced like we did  with the plates and stuff circus stuff. 
T:I can remember it because it was the Yonder thing that made me bring about my 
confidence.  
A: Why do you think that?  
T:I was a really shy person and performing in front of all those people made me really 
confident knowing that I could do more, than what I could  
A : Did anyone else feel like that ? 
R: Yes  Some of us were not that confident before the event and after seeing the people happy 
it wanted to make me do it again 
E: I remember the screen coming down and everyone was doing their tricks it looked three d, 
it was cool. 
Rhianna: I reckon it was really fun, you also got to learn each other’s personalities more.   
A: In the team ? 
R : Some people you didn’t know that you didn’t hang out with then when we got in to the 
groups in to the boats you got to know about them. 
A : Was that in the workshops ? 
138 
 
 
 
 
R: Yes more in the workshops than in the performance. When we were doing the pyrmid  and 
the boat workshop.  
E : Before when we go up on stage I get really nervous but now I don’t.  
A: Was that the first time you had been on stage? 
E: Yes I think back about it and I think how much easier it is and how much better we are in 
teams. 
Why did it help our team work? 
R: We just know how to get on… 
Who wants to be an artist ? 
All : Yes  
E:  I want to be a drawer  
H:Instrument person  
M: No I do want to, but I am thinking  
A: I really want to be a lawyer because I want to fight for people’s rights then I might change 
some things.  
A : Do you all want to do arts as part of your lives rather than being full time artist ? 
Students ; yes I want to be do dance and art  
H: want to be a nurse  
Z:I see me in spotlights and famous  
E: I would like to be in the Olympics  
B:I want to be a marine and protect the country  
A: you are all so directed that is great. 
What Arts activities do you do know? 
Z :None  
R:  I am music captain now 
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Zhalie : I  play the flute  
What did your parents think ?  
Z: They loved it and wanted to show gran 
A: Do you have any questions for me? 
A: Why did you do Yonder?  
A:Well I believe its important for all children to do the arts and at big places like QPAC. 
Was there anything you didn’t like ? 
 
H: No it was great.  So much fun  
Is there anything in school like Yonder? 
A: Well we have a big concert now and we perform at the L…………Centre.                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                   
 
SCHOOL 3 11 June 2013 
Context:  School students now in Year 4,  
Time from the project: it is one year since they did the performance.  
11/6/2013 
Can you remember being in Yonder? 
 All : Yes yer yes  of course! 
H : Loved it! 
A: Why?  
H: Just really fun I remember sneaking around at QPAC and having a lot of fun. 
R: Just a lot of fun. 
R2:  I liked it .. it had all different things… people were watching. 
R: It was different. 
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A: Why was it different? 
R:  it wasn’t like dancing or anything … it was like acting…it was good..  it was umm like 
we were really in a freaky city….. 
J: I liked it because I wanted to be a robber … I  asked if I could be one…and  I remember 
practicing it  
A:   I remember all the practicing with the puppet at the theatre fun we had with our friends 
and the puppets .. 
T: we made new friends.. and the puppets and we all got along Im more confident. 
H: I loved it, nothing was boring.   
 R: It made us a better team. I also remember it because I still have my white clothes from 
it… they are in the draw.  
J: Me too.  
Adrianne : Ok …… 
Interrupted by loud noise  
J: I’ll close the door I remember practicing … the puppet I liked people watching. 
Why are you more confident? 
T: I always do the welcome to country at our school now, I didn’t before.  
A : Did you do it before ? 
T : No I’m proud of it. 
H: They were things we got to with you all   and it helped us a lot. 
R: I got over my stage fright.  
R: You can perform in front of other people  
H: You don’t get freaked out 
A : How did it help you ? 
J ; We were learning from our art, sneaking and stuff it helped us to learn from a new way. 
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A: Did it make you more confident T? 
All : Yes … 
A: R what was that ?  
R: I got over my stage fright  
A: Has that stayed are you still so confident? 
A : Did you do it before ? 
T : No I’m proud of it. 
J: After Yonder I grew a lot more confident and standing in front of people and doing things 
etc  
R: Before Yonder I didn’t think I could stand in front of anyone except for family. last year 
we got it to perform together.  
H: Her you were really shy.  
A ; So you are confirming that H? 
H : Yes 
A : What else did you learn? 
J: Before Yonder I wasn’t very good at drawing now after Yonder I draw much better`im 
really arty 
Why did it  help our  team work? 
It made me feel I could say whatever I wanted in front of you  
Who wants to be an artist ? 
All students : Yes yes  yes  yep  
I want to be an actor  
I want to be an actress   
I want to be an actress  
I want to be an actor  
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Yonder changed us a lot especially the things we got to do with you? It helped us a lot 
learning from our art and it helped is learn from each other  
What do you dream about now? 
T : I want to be actor 
A: I want to be a pilot  
R:  mine’s nothing to do with art but I want to be  a football player 
T:  A lawyer 
H: An actress  
R : I have no idea  
What Arts activities do you do know? 
What did your parents think ?  
A : my mum liked it  
J: I forgot it  
H: Can we do something about bullying 
R: my parents were proud of me after Yonder  
R: My mum told everyone in my family  
A that’s good R 
My mum said I have really improved myself  
Do you have any questions for me? 
H: How long have you been doing Yonder?  
R: If we did another Yonder Id like to do it on other cultures  
A I did it for six years but I am not doing it this year. 
R : Can we do Yonder again sometime ? 
A : I would like to  
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J: Can you teach us another subject again or something  like art again?  
T: Do you still have that white puppet ? 
A: Have you been into QPAC again ?  
H: Yes  yes  
Others:  no responses  
A: Did you know about QPAC before ? 
R:No I didn’t really know about QPAC 
T:I didn’t even know where it was  
Was there anything you didn’t like? 
It was fun  
Nothing 
It wasn’t   boring  
Is there anything in school like Yonder? 
J: Yes sometimes we get together and do things with teachers.  
Can you remember being in Yonder? 
 All : Yes yer yes  of course! 
H : Loved it! 
A: Why?  
H: Just really fun I remember sneaking around at QPAC and having a lot of fun. 
R: Just a lot of fun. 
R2:  I liked it .. it had all different things… people were watching. 
R: It was different. 
A: Why was it different? 
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R:  it wasn’t like dancing or anything … it was like acting…it was good..  it was umm like 
we were really in a freaky city….. 
J: I liked it because I wanted to be a robber … I  asked if I could be one…and  I remember 
practicing it  
A:   I remember all the practicing with the puppet at the theatre fun we had with our friends 
and the puppets .. 
T: we made new friends.. and the puppets and we all got along Im more confident. 
H: I loved it, nothing was boring.   
 R: It made us a better team. I also remember it because I still have my white clothes from 
it… they are in the draw.  
J: Me too.  
Adrianne : Ok …… 
Interrupted by loud noise  
J: I’ll close the door I remember practicing … the puppet I liked people watching. 
Why are you more confident? 
H:They were things we got to with you all   and it helped us a lot. 
R: I got over my stage fright.  
R: You can perform in front of other people  
H: You don’t get freaked out 
A : How did it help you ? 
J ; We were learning from our art, sneaking and stuff it helped us to learn from a new way. 
A: Did it make you more confident T? 
All : Yes … 
A: Rhonda what was that ?  
R: I got over my stage fright  
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A: Has that stayed are you still so confident? 
T : You know how I did welcome to country,  I know do that on stage  
A : Did you do it before ? 
T : No I’m proud of it. 
J: After Yonder I grew a lot more confident and standing in front of people and doing things 
etc  
R: Before Yonder I didn’t think I could stand in front of anyone except for family. last year 
we got it to perform together.  
H: Her you were really shy.  
A ; So you are confirming that H? 
H : Yes 
A : What else did you learn? 
J: Before Yonder I wasn’t very good at drawing now after Yonder I draw much better`im 
really arty 
Why did it  help our  team work? 
It made me feel I could say whatever I wanted in front of you  
Who wants to be an artist ? 
All students : Yes yes  yes e yep  
I want to be an actor  
I want to be an actor   
I want to be an actor 
I want to be an actor  
Yonder changed us a lot especially the things we got to do with you? It helped us a lot 
learning from our art and it helped is learn from each other  
What do you dream about now? 
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T : I want to be actor 
A: I want to be a pilot  
R:  mine’s nothing to do with art but I want to be  a football player 
T:  A lawyer 
H: An actress  
R : I have no idea  
What did your parents think ?  
A : my mum liked it  
J: I forgot it  
H: Can we do something about bullying 
R: my parents were proud of me after Yonder  
R: My mum told everyone in my family  
A that’s good R 
My mum said I have really improved myself  
Do you have any questions for me? 
H: How long have you been doing Yonder?  
R: If we did another Yonder Id like to do it on other cultures  
A I did it for six years but I am not doing it this year. 
R : Can we do Yonder again sometime ? 
A : I would like to  
J: Can you teach us another subject again or something like art again?  
T: Do you still have that white puppet ? 
A: Have you been into QPAC again ?  
H: Yes  yes  
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A: Did you know about QPAC before ? 
R:No I didn’t really know about QPAC 
T:I didn’t even know where it was  
Was there anything you didn’t like? 
It was fun  
Nothing 
It wasn’t   boring  
Is there anything in school like Yonder? 
J: Yes sometimes we get together and do things with teachers.  
SCHOOL 4 Year 5 students now – year 2 at the time of Yonder.  
Three years since the performance 
3 June 2013 
Can you remember Yonder ? 
R: Yes it was good – so where have you been ?  
V: Yes of course  
Others; Yes Yes we remember G,,,, ( Dance artist )  
AJ: Do you want to be artists now? 
V: I want to be om TV  
B: I want to be an actor  
S: I want to do any art 
How did you feel after it? 
A: Great my mum loved it.  
V: I felt good and I want to do other things , 
AJ: Do you feel more confident – like you can get up in front of people ? 
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B: Oh yes – I felt I could go on stage all the time I felt good 
S: I really like all the people looking at me and I loved it  
V: Yes I am good at speaking in front of others.  
B:  I think we are more  confident Adrianne. 
AJ: What about waiting in line and working in a team? 
S: I always wait in line now  
B: We are better 
V:  We are good a teams especially in football as well.  
AJ: Was there anything you didn’t like ? 
V:   No it was good  
S: When it ended? 
Aj : Do you have any questions for me?  
T: Did you see the floods – did you see  us?   You know I still want to be an artist. 
( Recorder Off)  
 
SCHOOL 5 Year 3- 7 students and it one year since they did the project. 
3 June 2013 
Can you remember being in Yonder? 
 All: Yes  
B: I still have my t-shirt  
T: It was great of course I can remember it. 
A: Why?  
H:  We just did different things  
P:  We did so many different things – I did the puppets,  
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S: I did that drawing remember.  
A: Why was it different? 
R:  I did lots of different things – to do things with Thom etc it was great doing the 
photography and all 
R: It was  something new it was good to experience  like the magician,  
L: I liked it all.  
B: I am more confident on assembly now – its good. 
Why are you more confident? 
T: I got to speak in front of everyone and it made me feel better 
A: we just got lots of practice and I am ready now.  
AJ: This is a small school – and you all get along well but do you think your team work got 
better? 
K: Yes because we were scared and it was great to do everything the performance especially.  
B: It made us get ready and we wanted to help each other.  
S: We nade new friendships and that helped,  
Who wants to be an artist ? 
All students : Yes, yes  
B; But I want to play rugby league player as well 
J: I want to be an actor  
S: I want to do motor bike riding as well? 
T It was a great experience and I want to do I again,  
P: Yonder changed us a lot especially the things we got to do with you? It helped us a lot 
learning from our art and it helped is learn from each other  
What are your dreams ? 
B: To have a good life  
150 
 
 
 
 
T: To be happy  
B: Maybe some money. 
What Arts activities do you do know? 
P: We want to do a magic show and in the hall down in the corner 
B: We do lots more. 
What did your parents think ?  
P: They liked it they were shocked.  
J: Really liked it. 
B: Are you coming back ?  
J: It was different and something new. 
Was there anything you didn’t like? 
S: No not really are you coming back? 
J: I liked it all because it was different and something new.  
P: I would just love to do Yonder again  
 
SCHOOL 6   Students are in Year 4 &5 now.  It is one year since they have done 
Yonder. They are very excited. 
4 June 2013 
AJ: So can we talk about Yonder a bit …. What can you remember? 
W: yes  we loved it….. 
Others – lots of yes yes , can we  do it again? 
Then some interruptions – 
O: Did you know we had a typhoon and rooves were pulled off near us  
Etc etc  
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AJ: Can you tell me what you did in Yonder, did  you do circus, did you do dance ? 
B: I was a crab and I moved like this  
T: I did  that balance remember – on L ,,,,,, it was so much fun 
R: I did the bit where we were chasing others and I was on the screen? 
AJ: How did it make you feel?  
M: Great – I liked being in front of the audience  
O: You know it helped me to understand things, I thought about things and I like the sea, 
B: It was awesome. 
AJ: Do you think you are all more confident, which means you do you feel ok to speak in 
front of people ? Do you feel strong about yourself?  
S; Yes I do – I understand things and feel better. 
O: I don’t worry if people laugh me I just keep going, 
M: I am  
Others – yes yes me too…. 
What about working in a team? When we were getting ready for the performance we had to 
try really hard to listen and wait in line? Do you still do that? 
T: Yes we are better at that , I thinl  
R: yes sometimes unless r…. is in there ,,,,, ( laughs)  
AJ : Well let’s just think for a moment about if you would like to artists? 
R:  Yes yes a drawing artist. 
M: I can do circus and football 
O: What about a designer – I liked that with him 
T: I want to be anykind of artist  
( Generally sounds around the room of very excited and overwhelmed a bit )  
AJ: Do you have any questions for me ?  
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O : Did you get the storm?  We had to live with people ……. 
 ( Reoorder off and just talked to the children about the storm and then we went and did some 
drawings). 
 
 
 
Parents  
School 1 
Phone interview 11 June 2013 
AJ: What do your remember about the Yonder project ? 
P: We have the DVD – my daughter really liked it and we all went.  
AJ: What did your child have to say and do you think they remember it? 
Oh they liked it a lot and want their brothers and sisters to do it. They loved QPAC. 
Has it affected their attitude to art or school?  
Not sure. They love performing though. 
Has their been any impact for their attitude to their school learning? Or attendance? 
She is pretty happy at school, I think she is at school a lot.    
Do you attend the art gallery or QPAC any more now? 
We try to. 
Do you generally do more art activities after the project? 
Not sure what you mean but I guess. 
What would you like to see in the future ? 
More times when they can dance it’s good for them. 
AJ: Thank you  
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School 2  
June 8 2013 
What do your remember about the Yonder project? 
P: I hope I say the right thing – I am a bit nervous Adrianne. 
AJ: Thank you so much for coming and whatever you say will be very valuable to me. What 
did your Z… ( child)) have to say about yonder and do you think they remember it?  
P: Yes she still has the photo in her draw, she had a really good time, sometimes she gets the 
photo out and we talk about it.  
AJ: Has it affected their attitude to art or school?  
P: She is a very creative little girl, she was quite shy before this it was a big step for her  and I  
don’t think as confident but now she is learning the flute I don’t think she would have done 
that before Yonder. I think it was good for all of them, they are a great class and I know that 
(Student name) has really blossomed since then. 
AJ: Has their been any impact for their attitude to their school learning? Or attendance? 
P: She was really very shy and this just opened her up – she is so musical now, did D tell you 
she is the school music captain?  
AJ: Do you attend the art gallery or QPAC any more now? 
P: I have started to go to a lot more things, now that I am used to it after Yonder. Well, we 
went to the gallery for the party and I like it there a lot and I now take my three year old. 
There are lots of things to do and stuff on the holidays 
AJ: Do you generally do more art activities after the project? 
P: The chance to go the gallery twice a month is really important to me now and I love being 
with my children and dancing (laughs) and helping them to do their work 
AJ: What would you like to see in the future ? 
P: The chance for my younger daughter to do it.   
AJ : Thank you so much D … lovely to see you  
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School 3  
Phone interviews ( At school 13 June 2013) 
AJ: What do your remember about the Yonder project ? 
P: Oh my kid was very involved. And loved meeting the people.  
AJ: What did your child have to say and do you think they remember it? 
P: They talked about it and yes they remember it. 
AJ: Has it affected their attitude to art or school?  
P: More confident I think. 
AJ: Has their been any impact for their attitude to their school learning? Or attendance ? 
P: Sorry cant really tell you that. 
AJ: Do you attend the art gallery or QPAC any more now? 
P: Not really 
Do you go up to the school and advocate for art more ? 
P: Maybe to the school but no I don’t do the other 
A: Do you generally  do more art activities after the project? 
P; Not sure – he might  
 
Phone interview; ( June 11, 2013)  
AJ: What do your remember about the Yonder project ? 
P: It was great thing for the kids they had a great time in at QPAC and with the artists. 
AJ : What did your child have to say and do you think they remember it? 
P: Yes they loved it. I think they do, they talked about it.  
AJ: Has it affected their attitude to art or school?  
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P: No Im not sure.  
AJ: Has their been any impact for their attitude to their school learning? Or attendance ? 
P: yes well they like art but they always go.  
AJ: Do you attend the art gallery or QPAC any more now? 
P: A bit. 
AJ: DO you go up to the school more and advocate for more art ? 
P : No, the kids loved it but I don’t go up. 
AJ: Do you generally  do more art activities after the project? 
P: No more than we used to,  
AJ: Thank you  
School 3 
Phone interview  
AJ: What do your remember about the Yonder project ? 
P: The thing at QPAC – was good.  
AJ: What did your child have to say and do you think they remember it? 
P: The liked the food!!! Anyway it was good – she liked it. 
AJ: Has it affected their attitude to art or school?  
P: She is happy and going ok.  
AJ: Has there been any impact for their attitude to their school learning? Or attendance? 
P: No 
AJ: Do you attend the art gallery or QPAC any more now? 
P: Not really its fear bit away.  
AJ: Do you generally do more art activities after the project or advocate for the arts 
P: Same not sure what you mean. Not really, 
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AJ: DO you go to school events more . 
P: Yes but only that.  
 
 
 
School 4 
Bundaberg South 3 June 2013 
AJ:What do your remember about the Yonder project ?  
P1:Well the kids loved it and really remember it and they were looking forward to seeing 
you. 
AJ: What did your child have to say and do you think they remember it?  
P2: Well they loved performing and the workshops and meeting the artists.  
AJ: Has it affected their attitude to art or school?   
P2: The time factor is a problem now that I have a job my mum is crook too at the moment.  
T in particular is just more confident and excited about everything she wants to be an artist. 
We have been going to lots more things, when there are openings and performances at the 
school since we were involved in Yonder and we attend. The kids just love it, us going to 
more things 
AJ: Has their been any impact for their attitude to their school learning? Or attendance ?  
P1: We felt after Yonder we were more involved with the kids, we got more involved, we did 
more with our kids, it provided closeness which was nice and normal like when it stopped we 
felt, what do we do now? Before they went to school came home and that was it. It gave us a 
chance to do things as a family, the kids look forward to it every week and we try to help 
more 
AJ: Do you attend the art gallery or QPAC any more now?   
P1: I like helping the kids with their work we have a craft section in our house now and we 
all do it together, they play teachers and cops and robbers but we try and steer them away 
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from that.  We felt after Yonder we were more involved with the kids we got more involved 
we did more with our kids it provided closeness which was nice in normal like when it 
stopped we felt what do we do now?  Before they went to school came home and that was it.  
It gave us a chance to do things as a family, the kids look forward to it every week. 
AJ: Did you do this before – 
P1:  No before this life was quite stressful we had to keep going. But now that I have G we 
can we made this a family outing. 
AJ: Do you generally  do more art activities after the project?  
P1:Yes they like to draw a lot more especially T .  
AJ: What would you like to see in the future ?How could it be improved?  
P1: We only did it once a month maybe it should have been twice a month Some of the 
workshops were a bit easy they could have been more difficult, It would have been good to 
do other cultures like Chinese they have beautiful art and the indigenous culture, maybe we 
could do some of our art with their art and like combine it.  What can we learn from them?  
We think Taylor will become and artist after yonder her eyes were really opened up she just 
does a lot more  
AJ: Do you have any questions ? 
P1 How have you been going? …….( recorder turned off )  
 
School 5  
4 June 2013 
AJ: What did your child have to say and do you think they remember it? 
P:  Yes J had lots of fun. 
AJ: Has it affected their attitude to art or school?   
P: Cant really comment on that he has always liked school and art. 
AJ: Has their been any impact for their attitude to their school learning? Or attendance? 
P: Not really he enjoyed it. 
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AJ: Do you attend the art gallery or QPAC any more now? 
P: My husband and I have always gone to the gallery, and my parents used to take me.  
AJ: Do you generally do more art activities after the project? We have always tried to get our 
children to do art activities like craft work.  
AJ: What would you like to see in the future?  
P: Well anything is a bonus and as I have never known anything else I think anything that 
adds to the schools is good. Probably sport things as they all love sport. 
AJ: How could it be improved?  
P:Well as I said anything is a bonus and I think maybe sport as well as art. 
 
 
 
School 6  
Parent interviews 
June 4 2013 
AJ : Good morning thanks for giving me the time today .Firstly have you been back to the 
exhibition in town that showcased the student’s performance? 
M : Yes we have the kids like going in and it reminds them of the performance , because they 
don’t much exposure to the arts out here it’s great for them to go in , they like the building its 
good to go. They don’t get the exposure usually.  
JM : They went in with grandma and they really promoted it to the other kids and sat and 
watched it it was still up after the floods in Feb  upstairs and we went up to watch the movie  
it again after all the stress of the cyclones and the tornados  . It was really good because it 
was something that they had done in a place like that. They were really proud of themselves. 
He likes going there because it reminds him about it.  They really promoted it. 
AJ : Had you been there before ?  
JM: No   
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M: We had been once or twice to things on the holidays 
AJ: Have you increases the arts activities you do with your children? 
JM:  They still seem to do a lot of arty things  . Rather than play with their toys yes.. I don’t 
know.. we do more arts and crafty things at home and they like  making up their own little 
plays  now, Jess makes up little shows and gives us tickets to go. She uses old raffle tickets 
we have at home and hands them out.  Making up their own plays ……  
AJ: Did they do that before Yonder? 
JM: No  
M : Dennis doesn’t put on the show actually he  likes to coordinate it he organises it all … 
AJ: He is the producer (Laughter )  
M: Yes he gives Shelby all the instructions and dresses her up  and tells her how to do it  and 
everything else which is quite interesting for (student name) , who was so shy it was the  best 
thing for him he had never done things like that before it was a big thing for him. It’s actually 
a physical thing he couldn’t stand up in front of people before this he was too shy anxious 
and really shut down he came out of his shell and started to do things.  It really was a big 
thing for him and he asks all the time when are you guys coming back and I tell  
AJ : So was it a motivating thing ?  
JM: Yes it was for J definitely she really came out of her shell it gave her the opportunity to 
come out of her shells and be out of the classroom opportunity to get involved with the other 
kids in different way, she has had those delays at school but in this she was able to participate 
with all the others as part of the group and not feel any different to be on the same level as 
well not being in that classroom all the time . It was so good for her confidence, in that 
environment she could put in the same ideas as everyone else and could put in the same.  
DM: It breaks the cycle for those kids who are not overly academic or struggling, it is a real 
circuit breaker (Student name) is not overly good at sport either so he is always keen to have 
a go, but he does not win the race or get top of the class, but he got to participate in 
everything. Everyone had something specific to do and he actually could do it the way it was 
designed. He was more okay with himself after the project and it carries onto other things. 
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He got to participate in everything, everyone had something specific to do and he actually  do 
it the way –it was designed the people who were running it and he could actually do it and 
their intuition in being able to identify he’s good at that and he should do that…. He was 
more ok with himself the design of the project  and it carries into  other things. Even with 
Trevor he had never been interested in other things what am I going to be good at ? 
AJ: What about Jess, she was really proud of herself but out of the classroom tactile learning 
once he is anxious he actually dressed up as a fish. 
AJ : What activities are you doing in your own art ? 
M: A reef tapestry it’s just a scene of a reef  get out of the tv they are normally out of Life 
box/note book  and after the tornado toilet rolls and little stories.  
AJ: That’s beautiful there seems to be lots of art in your life and if we came to you and said 
what sort of community arts project could we do? 
JM : We got the letter but the I wasn’t really sure what it was all about. 
AJ : So better communication ? 
JM : Well a lot of community don’t read and transport into town is a problem. Maybe Sat to 
make props etc   
AJ Anything you would like to ask me? 
JM: When will it be back?  
AJ No I am sorry it doesn’t look like it.  
JM: The kids who got the most out if it are the ones who aren’t good across the board the 
changes have been phenomenal I think of S she now gets up in front of the audience and 
speaks to everyone. 
AJ: Would you say you are more involved in the school since the project.’ 
JM: Definitely we are going to all the P and C meetings because there are things we really 
want to see continues especially for the arts.  I think we may be driving P ( Principal )  mad. 
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